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INTERPERSONAL INTERACTION: A SELECTIVE R5VIEW

,r

Iritrbductibn

Thith paper is intended to be a selec-
tive and expository review of the
interpersonal interaction literature.
In surveying such a broad and varied
field it was necessary to limit the
paper in scope to those theoretical
works which have been most heuristic'
for further research, and to choose
from among the many excellent empi411-1
cal studies those which tested or in
some way reflected-upon the dimensions
of the thedretic briennations des-
cribed. The prodess of selection and
discussion has been directed towards
relating developments in this field
to the societal setting which Offers
the greatest potential fbr social
change-7the classroom.

Leary (1957) defines interpersonal
interaction as 'behavior whichis rem
lated overtly, consciously, ethically
or symbolically to another human being
(real, coMective or imagined)..."
(page 4). For purposes of this paper,
the discussion of interpersonal inter-
action will center,on the relation-

*This review was done at the sugges-
tion of and with the assistance of
Frances Fuller.

ships between the following phenomena:
,perception of self and other, overt
and, covert communication, and social
ghlTce and modes of eliciting respon-
Ses,from others.

Specifically this paper will contain
three chapters. The first is a dis-
cussion of the dimensions-of inter-
personal interaction postulated by
five major approaches. The second is
a consideration of the dimensions of
classroom interaction. The third con-
cerns sources of influenc, on class-
room interaction. This
will also include discus

inal chapter
e

empirical variables related 4o these
dimedsions,,including'Personality,

-social.apa communication research, as
well as.,some suggestions about ways in
wilich this material could be,,,,,Applied

Oirectly to the classroom or to fur-
ther research into the dynamics-of the
classroom situation.

FIVE MAJOR APPROACHES
TO UNDERSTANDING. THE

DIMENSIONS OF
INTERPERSONAL INTERACTION

1-

.

The first approach to be discussed
will be'Leary's Interpersonal Person-
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ality System. This theory is both
broad and complex and its strength

lies in its applica4lity to a wide
range of interpiunal'interactional
situations. Leary's conceptual Model
is a circumplex. The
variables genera&d from its two bi-

- .palete dimensidnaAnay be-thol.ight of as-
operating-at any one of free differ -

ent levels: Schutz emphasizes thrd6
basic dimensions and although hip,.mod-
el shares certain features with that
of Leary, it has a greater intuitive
appeal, perhaps because of its more
parsimonious structure. Thjes appeal;,"'

,

accounts for the feat that his earlier
scholarly work lent itself to a popu-

e lar presentation in the 1967 work,
Joy.

The most theoretically sophisticated
system presented here is Foa's circum-
plex model. He relies heavily on
mathematical techniques developed by
Guttman and is concerned primarily
with the heuristic power of the cir-
cumplex. Lorr and-McNair share the
same orienlition but offer the model
with the soundest empirical foundation
Bales' system is sociologically ori-.
ented and offers a contrast to the
other four approaches. The emphasis
in Bales' theoretical work is upon the
group as a problem-solving unit.

The Leary I4.erpersonal
Personalky System

The Circumplex of
actions:

perSonal Inter-

The Interpersonal nality System
(Leary, 1957; Leary a d Coffey, 1955)
is based upon the bipo ar dimensions
of Love *Hate and Dominance vs.
Submis i
a circum

om these two dimensions
ordering of 16 interperr

)+

;

'Sonal mechanisms was generated. These
mechanisms or.reflexes are arranged in'
adaptive-maladaptive dyads as follows:

f -(1) Managerial-Autocratic, (2) Respon-
,-sible=Hypernonmal, (3) Cooperative-
Overconyentional, (4) Docile-Dependent,

Self-effacing-Masochistic, (6) Re-
bellious-Distrustful, (7) Agg2essive-
Sadistic, and (8) Competitive-Narcis-
sistic. As can be seen from Figure 1,
these mechanisms yaw in intensity
along the radius of the circumplex
from low ., adaptive)' near h-e

the circumplex,to'high (i.e.,
. maladaptive) towards the outer limits
of the circumplex.

As Luft (1970) points out, the Leary

e model emphasizes the fact that indivi-
duals learn to provoke certain reac-
tions in others and that particular
brief interactions are understood more

ly when the general implicit mes-
at each individual, character -

conveys is understood. One
Figure 1 is devoted entire-

the type of interpersonal inter-
cha acte ristically provoked.

, a person who character-

ci

ly t
action
For examp

4

istical1' communicates aggression in a
.0

maladptive way (i.e., to the point of
being en attacker) would provoke hos-
tility, as indicated in sector E of
this model.

The Levels of' Interpersonal Consciobs-
ness

Leary's (1957) system also allows for
five levels in the interpersonal core
of personality. One might view these
as the "third dimension" of the cir-
cumplex model, although Leary does not
explicitly refer to his.conceptuali-
zation in terms of a cyclindrical or
other three-dimensional figure, possi-
bly because of the difficulties with
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Figure 1. Classification of Interpersonal Behavior into
Sixteen MechanismS or Reflexes (Leary, 1957, page 65).

his third and fourth level which will
be discussed below. Level I (Pablic
Communication) is concerned with the
'behavior of an individual as others
see har', Level II '(Conscious Communi-
cation) fticuses on how an individual
perceives himself and others. Study
of this level relies-on the actual
verbal report of how the individual
sees himself and others. Level III
(Private Communication) involves the

`indirect expressions that an indivi-
dual makes about himself in'his pre-,
conscious world. In order ,to look at
this preconscious world, one must turn

3

to the subject's dreams, fantasies,

creative expressions, wishes and other,
such indirect sources of information.

Leary (157) is uncertain of the appro-
priateness of his usage'of.precon-
scious in conjunction with his Level
III. He pointg oile that one of

Freud's definitiOns of the precon-:
scious states that not only does the
preconscious allow for ftterial to be-
come conscious but also that it can
become conscious quite easily. He has
observed, for example, that many
patients are extremely rigid and tend

ei
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to report the same themes in response
to projective stimuli as they use in
conscious verbal interactitn. He
therefore suggests that "response to
projective stimuli" might be a better
description of Level III.

Level IV (The Unexpressed) is the
deepest level of personality and in-'1
cludes:.all of the interpersonal con-
tent which is completely avoided at
the other levels. Leary postulates
this level as an explanation for the
phenomenon that, even after being ex-
posed to external stimuli which would
naturally invoke particular interper-

DE

3

BC

NARCISSISTIC
PERSONALITY

2

SADISTIC /
PERSONAL ItY /

. .3

PG,

/.
COMPB1ITIVE
PERSONALITY

sonal themes, patients will manifest a
conspicuous lack of these themes in
both their overt and covert behaviors.
Leary gives onlylpreliminary considera-
tion to Level IV and regards it as an
incomplete aspect of this interpersonal
system. Level V (Values) is concerned -

with the ego ideal, or what a person
"should like to be." The data for
this level is what an individual con-
sciously reports as his ideals.

Figure 2 is a circumplex model which
presents eight personality types de-
rived from Level I and Level ob-
servations.

AP

AUTOCRATIC
PERSONALITY

GRESSIVE
ERSONAL ITV

BELLI OUS
RSONALITY

DISTRUSTFUL \
PERSONALITY \ 4

4

MANAGERIAL
PERSONALITY

SELF-
EFFACING

PERSONALITY

MASOCHISTIC
'PERSONALITY

HI

8

8\ HYPE RNORM AL
\ PERSONALITY

RESPONSIBLE
PERSONALITY

7

COOPERATIVE
PERSONALITY

CONVENTIONAL
PERSONALITY

DOCILE
PERSONALITY 6

-
NO

7

5

5

DEPENDENT
PERSONALITY

JK

6

LM

Figure 2. The Diagnosis of Interpersonal Behavior
at Levels I and II (Leary, 1957, page 219).
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Individual Styles of Interpersonal
Adjustment (The Circumplex at Levels
I and II)

41

The inner circle of lower intensity
indicates the adaptive personalities
and the outer circle, representing
greater intensity, indicates the mal-
adaptive. tt--lhould be not d that the
average adjusted persOh wou manifest
behavior in all ok the cate ories'eon-
tained in the Leary circ lex depend-
ing on the situation. fact, a dis-

turbed individu l's pathology will of-
ten vary wit th degree to which he,/
relies upon only ne characteristic
form of interp- nal interaction. It

is to Leary't :dit that he saw the
adaptive asps of interpersonal
behavior sty which are often dis-
cussed only in terms of their patholo-
gical implications. Although he dis-
cusaes botli the adaptive and maladap-
tive styles of adjustment, more empha-
sis 14 I be placed on the adaptive
mechanisms here.

Power, competition, aggression and
rebellion. Adjustment through Alltwer

. '(the emotional extreme of which is the
autocratic personality) is represented
on sector 1 of this model. Here, the
adaptive style stresses force,
strength, energy amPleadership_in
one1s'interpersonal interactiorip.
_People respond to this style with re-
spect, approbation and deference. Ad-
justment through competition (the emo-
tional,extreme of which is the narcis-
sistic personality) is shown on sector
2. In its adaptive form the style is
characterized -il/Self-confidence and
independence. When this style is adap-

,

tive, others respon with admiration
and social approval. Adjustment
through aggression ( th its emotional
extreme the sadistic ersonaliV) is

5

sector 3. In the socially acceptable
range of aggr sive styles one will
find those who rovoke guilt in others,
demand obedi e (such as those in of-
ficial posit ons) and express many ag-
gressive im ulses which are cepted

by others since they dare pa o a

societal role.

A particularly interesting fea e

Leary's model is adjustment through
rebellion (the emotional extreme is
the distrtthtful personality). Those

individ s who seek adjustment
through bellion avoid close contact
with others and actually prefer a
state of alienation. A close rela-
tionship is threatening to them and
offers too many responsibilities and
obligations. They find a certain de-
light in breaking convention and enjoy
the freedom in their challenge of
society. Even though an individual
may be relatively adjusted in the role
of an iconoclastic creator, the behav- '

for which he invokes from others (es
,specially those in authority and those
Who conform to authority) will be one
of irritated rejection. Since this

type of behavior is charactertic_ at

least the public and conscious communi-
cations of leaders in the :p esent
y/outh culture, this group (ght form
an interesting populati on which to
investigate Level II1

Self-effacement, docility, cooperati
and respqnsiblity. Adjustment through
self- effacement (and its emotional e
treme, the masochistic personality)
are represented on'sector 5. The mold
adaptive form of this personality q
be described as one of modest, unpre-
te ious reserve. The motivation for

pl i g this role lies in, choosing the
safes d least exposed position*-A
whatever ituation. This form of ad-

,
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justment may or'may not be situational.
Leary considers that this style in-
vokes depreciation and patronizing
superiority from others. However,
this observation is extremely Culture-
bound (as, indeed, are many of the
above .descriptions of values placed on
various interpersonal behavior types
in the Leary model). In some subcul-
tures of American society, this is the
normative behavior for the female; en-
tire cultures may be found in which
self-effacement would provoke respect
and regard from others. The oppos4e,
qualification, might be made in regards
to adjustment through docility (the
dependent personality represents the
emotional extreme). This person is
perceived as meek and admiring and"-in.,-
need of help. The moderate. adaptive
form ,of this style can "be describdd as
respectful, trustful conformity. This
form of interpersonal behavior brings
out helpful leadershipin others,
along with advice and general,direc-
tion, according to'Leary. The soci-
etal role of the adult/mfile in Ameri-
-can culture, however, rarely includes
docility as an approved behavioral
mode, and .such,. behavior may provoke

disrespect and even aggression from _

others, particularly among certain sub-
cultures.

Adjustment through cooperation (over-
conventional personality) is represent-
ed on sector 7 of the model. The ad-
justed form of this style can be des-
cribed as agreeability and a desire to
be liked and accepted by others.

Leary refers to this style as "extro-
verted friendliness" and states that
this mode of adjustment represents
the highest ideal "of weern civili-
zation." He adds tha ...the.person-

ideal of mos ividuals (as mea-
sured by the interpertonal system)
clearly emphasizes a combination of

6

I

conventionality and strength" ( age,

'This cooperave style sually
provokes approval aild friendli ess
from others; although again,.L ary's
model Could be criticized for is ,

limitation' to a specific cult Since
the ideal of.most northern Europeans
would undoubtedly come closer to the
adjustment through responsibi ity
reprdsented on sector 8 of th- circum-
plex. (Indeed, the differen s between
these two styles is responsi le for
much friction in interpersonal rela-

tions between Americans and orthern
Europeans.) The eTeiional = treme of
adjustment rough responsi ility
the hyperno al ;ArSonality In its

adaptive fo , this style c nsists of
tol/ normal, conventional,

reasonable, -successful, sy athetic
and generally mature. Peo le respond
to this style With respecti, dependence
and admiration.

Individual Categories of Fantasy (The
Circumplex at Level III)-

When Leary discusses pertonality
diagnosis at Level III he makes no dis-
tinction between adaptive and maladap-
tive behavior. He offers two reasons
for this lack pf distinction: (1) the.

questionable theoretical validity of
applying adaptive- maradaptive criteria
to "preconscious" material; and (2)
the crudeness of the instruments used.
to measure fantasy.: As can be seen
from FAure 3, there are eight verbal
diagnostio ategories in the outer
circle at evel III: (1) Power,
(2) Exploitatiod, (3) Sadism, (4) De-
privation, (5) Maeochism, (6) Depen-
dence, (7) Love, and (8) Nurturance.
The inner circle without verbal cate-
gorization merely indicates moderate
emotional intensity; while the outer
circle, represents strong emotional in-
tensity.



Figure 3. The Diagnosis of Interpersonal Behavior
at Level III (Leary, 1957,'page 224).

The Interpersonal Check Dist

Developed in conjunction.with Leary's
Interpersonal Personality System, the
Interpersonal Check List prbvides an
instrument for measuring a number of
the variables in that system and also
purports to a general comprehensive-
ness as a research tool. LaForge and
Suczek (1955)_have arranged the,144
adjectives from Form Ilib of the inter-
personal check list in clusters on the
Leary circumplex model of Interper-
sonal Behavior. For example, in sec-

tives begin at the outer edge of the
--circle (mot intense) with "dictorial."

Reading from the edge inward, they
range through "manages others," "domi-
nating,"."bossy," "easily makes others
obey," "likes responsibility," "good
leadexY "forceful,' and end at the
center'of the circle (least intense)
with "61e to give orders."

. .

The scores obtained from this instru-
ment are based on the subjects' selec-
tion or rejection of the words in the
list and are expressed 'in terms of di-

,

tor A, managerial behavior, the adjec- rect numerical comparison 'o,f raw

9
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scores, rather than in terms of devia-
tions from a standardized norm. The
Check List was developed and revised
over a period of several years using
data obtained by administering the
various forms to several'thousand sub-
jects including psychiatric patients,

students at two California colleges, a
gro atitis patients and a
group of ove eight women. Various
portions of t e populations sampled
were a's'ked' to' describe` themselves

(Leary's Level II), their ideal selves
(Level V) and other persons (Level I)
such as parents, spouses and other
members of their therapy group. Test-
retest reliability correlations were
computed on 77 of the overweight women
(LaForge and Suczek, 19,55).

Intervari e correlations supporting
the postula ed-circumplex ordering
were obtained from seve-faa-s-amples,_
In general, the correlation coeffi-
cients between, variables followed the
predicted pattern of a monotonic de-
creasing function of their distance
from each other on Leary's circulfr

model"(LaForge end Suczek, 95, page
106). LaForge et al ,(1954) also

showed that the scores on all eight:of
the behavioral dyads could be combined
and expressed,as a single point in re,
lation to the;two major axes, domi-
nance-submission and love-hate. For

the study of ''personality change and

,organization, as well as difficulties,
in interperSdnal interaction, however,
the most suitable scores would be the
total scores from all five levels of
each ZndiVidual subject's communica-
tion.

are tested directly by administering

the, Interpersonal Check List to the
subject. A "point score" (on the ever-
tical and horizontal axes of the cir-
climplex) for Leyel f'(Public Communi-
cation) is obtained by ConvertimOMMPI
scores according to a formula caputed
by Leary and Coffey (1954) and a

score for Level III (Private Vim-
munication) was computed from ehe rat-
ings of TAT material by threed
judges: Vtri.ati'on-betweeV-Le'vel II

4 and V scores, indicated "self7dissatis-
faction and motivation for change,"
and.discrepancies between Level I, II,
and V scores were viewed as indicating
"possible future therapeutic problems
and resistances." The check list was
also used at Level.I as a sociometric
measure in group therapy and'discrep-
ancies between the combined group's
view of each member and his view" of
himself (Level II) were assumed to be

. -e measure of the individual's "blind-
ness." In research situations the
Interpersonal Check List has a, variety_
of uses as a multivariate sociometric
instrument.

Although the InterpetTonal Check List
is a flexible tool, there seems to be
very little empirical basis for .the
"multilevel" comparisons 4tween vari-
ous dimensions'of th ersonality
(Wiggins, 1965, 8)., There does
exist a revs version of the ICL
(Kogan and Fordyce, 1962) which has
been seed to study change in self-.
c ept (Kogan, Boe and Valentine,
965; Kogan, Boe, Gocka and Johnson,

1966; Boe, Gocka and Kogan, 1966).
Wiggins (1968) points out that "...the
conspicuous lack of implementation of
the original scheme for systematiza-
tion suggest(s) that:,the system is in
danger of 'dropping, out' along with

principal,investigator"
(page 322)._, Ignoring Wiggin's refer-

LaForge and Suczek (1955) report on
the various ways in which comparisons
of Levels I, II, III, IV and V can be
obtained and used. Levels II and V
(Conscious Communication and Values)



endeto Leary's extra7scholarly activi-
ties, the heuristic result of his
1950's work should speak for itself.

Biermannrs Interpergonal Interaction
System

Biermann (1969) has summarized the
-*-

interpersonal:interaction research
which lends support to a conceptuali-
zation of interaction based on two bi-
polar dimensions: active expressive
vs. passive restrictive, and accep-
tance vs. rejection. The activity dir
mension was found' to be rela ely in
.dependent of the accept e dimension
such that active indiViduals would be
found at all gradations of the accep-
,tance vs. rejection dimension.

Biermann hypothesized odel of at-
tendfng-empa et understanding be-
havior chotherapists based on

957) circumprex model. Four
rants of the circle--active-nega-

tive, active-positive, passive-nega-
- tive andpassiVe-positive--were each

associated with certain adjectives
--describing the therapists' behaviors,
and each of the tour extreme points of
the dimensions were associated with
certain other adjectives. "For_example,
in4the active-negative quadrant Bier-
mann placed the adjectives "demanding"
and "controlling," and at the extreme
of the rejecting dimension the adjec-
tives "rejecting," "hostile" and
"cold."

Citing various research findings with
therapy patients and experimental sub-
jects, Biermann argued that a high
level of positive activity contributes
more to client progress and favorable
outcome of therapy than does either
positive passivity or negative acti-
vity and that relationships betweeh

parent and child and teacher and stu-
dent could be coiceptualized along the
same set of dimensions and would yield
the same results in stUdies of the re-
lationship between parentor teacher
behaviors and the child's personal
development, and emotional well-be g

,Therapistbehaviors related to the
combination of active and positive di-
mensions were described by Biermann as
"empathetic," "committed" and "encoun-
tering." At the extreme of the acti-
vity dimension were _the adjectives

"active," "structured," "concrete,"
"confronting," "expressive," "vital-
iiing"'And IrgenUine," While the ex-
treme of the acceptance dimension was
represented by the adjectives"priz-
ing," "loving" and "warm." According
to Biermann, the most powerful effects
are obtained from combinations (repre-
sented in his four quadrants) of the
two dimenSions.

Schutz' Fundamental
Interpersonal Relations Orientations

The Fundamental Interpersonal Rela-
tions Orientations (FIRO) system of
Schutz (1958) has been neglected untilQ
quite recently (Wiggins, 1968).
Schutz has not given explicit atten-
tion to the circumplex types of models
such as those of Foa (19654e Leary
(1957) , or Lorr and McNair'(1963). On
the other hand, Schutz' system has
many similarities with the Lorr and
McNair model. It is based on three
interpersonal needa: (l) the need for
incluSion; (2) the need for control;
and (3) ihe need for affection. For
each of these three basic interpersOn-_,-
al needs Schutz has included three
general types. One type is deficient'
and is indicative of alack of any ef-
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fort at.need satisfaction. Another
type is excessive and is manifested in
the form of constant attempts at satis-
fying one of the basic needs. The
last type Is ideal and indicates ap-
propriate need satisfaction (Schutz,
1958).

The Satisfaction of Interpersonal
Needs .

.-

Inclusion. The need for inclusipn rep-
resents the basic human,neerio belong,
the fear of exclusion-and desire to

foin4ald'interact witEOther people.
Problems of identity are relevant here.
An individual asks, Who am I? Is

-there something about me which would
make me desirable enough to others to
include me in their activities?. Im-
plied in this concern with identity is
a desire to be understood and to make
one's characteristi4 known so that
there will be approval (Schutz, 1967)'.

The inclusion types consist of (1) the
undersocial; (2) the oversocial; and
(3) the social (chutz, 1958). The
undersocial type represents a person
who is introverted and witildra*n.- He
experiences a conscious desire to
maintain distance, bue also an uncon-
scious desire to have others pay.atten-.
tion to him. Since rejection is too e
paihful to accept, this type of indi-
vidual will, not run the risk of being '

ignored. There'is a general feeling
.of being worthless and, a lack of in y.
terest in living. Schutz feels thatom
this lack of interest in living is
quite'important since\it ffects many'
other variables such as e thusiatm,
involvement and perserver de.

The oyerso ciallitype is extroverted and
needs 'to be surroanded by people con-
stantly. LThe interpersonal dynalicl
are Much

t.
.same as those character-

12

izidg the der ocial person
course, the be vior is the
The interpersonal interact
oversocial type will be c
by compelling people to
to him.

ut, of

pposite.
n of the

aractekized
y attention

The social type can fe 1 comfortable
with people or withou t people. ge
does not 'feel compel ed to take a lead-

/1inT-Talii
n

d a group d may play any ''

nuMber'eifdifferent/roles depending on
the group and situation. At the same
time he is capable/ of very intensein-
volvement in gro P activities. lie has

a definite iden ity which is comprised
of his own uni e synthesis of the
characterist of a( number of ,differ-
ent indivi

When nd vidu l's inclusion,needs
are not even remo ely met there is a
possibility that h will create a fani-acceptedtasy world in whic he is ccepted by
others. Since inc sion is assumed to
be he first stage

i

f interpersonal re-
lations, and corresponds to the oral
stage in psvhoanalytic theory, severe
frustration in this area can result in
extremely regressive behaviOr if any
psychological/patholpgy clods develo
Thus, it tends to manifest.itse in.
`an, extremely iegres9ed behayi pat--
tern which is most ,,tpfcal schizo-
phreniaim,'

Co tro/. The ne for ca,ntrol in-

eves, the dec ion making process in
nterpersona interaction, and is con-7
cerned wit such areas' as power and
authorlt . This need 'ranges from an
intense'preoccupaion with.power to a
desire 14t.) be controlled and have no
respAsibi e dynamics of con-
rol can be seen in resistana\to the
othem's.attempts.at control, or in
tcial submissiofi to the other's con- 4
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trol. For example, independence and
rebellion are behaviors illustrative
of.a refusal to be controlled. Con-
trol behavior is often hidden and v

there is hot necessarily a marked need
for visibility (Schutz, 1967).

Schutz' control types are: (1) the
abdicrat; (2) the autocrat; and (3)
the democrat (Schutz, 1958). The abdi-
crat is2submissive and avoids all
forms of power and responsibility.
His basic fear is that he will not re-
ceive helplfrom other people when he
needg'41p, and that he will be faced
with more responsibility than he can
manage.. He generally devalues himself
and feels that he does not deserve
what respect he receives from others.
He expresses hostility through Passive
resistance, since any form of overt
aggression would be threatening.

The autocrat is often a dominating in-
dividual, and needs a power structure
in which he finds himself at the top.
He feIrs that if he doesn't dominate,
people will dominate him. Frequently
such needs are displaced in the form
of achieving athletic or intellectual
superiority.

The democrat has come to terms in his'
interpersonal re ations with others in
the control area. e can give or take
orders equally well depending upon the
context. He accepts himself and,his
competence. He has no feelings of
helplessness when faced with,responsi-
bility.

Individuals who cannot accept control

are close in personality structure to
the psychopathic category. In Freu
ian terms, tte superego has not d el-
oped and an appropriate parental image
has not been internalized.

11

Affedt.ion. The need for affection in-
volve's tie dynamics of love and irartei-vt--7--'

between two people. These are the
most personal of the interpersonal dy-
namics. When affective interaction is
found in, groups it is the result of

the differentiation between members of
the group and specific friendships
within the group. The major dynamics
in this ar4a are closeness or farness
and these operate in relations which
are already formed (Schutz, 1967).

Schutz (1958) distinguishes three af-
fection types: (1) the underpergonal;

V) the overpersonal; and (3) the per--
sonal (Schutz, 1958). The underper-
sonal type avoids close personal rela-
tionships and wants others to do the
same. Unconsciously he needs a close
affectional relationship. He has a
basic fear that no one loves him. The
resulting.behavior. may be either to
openly reject people (before they..cdn
reject him) or to be fripndly to every-
one.

The overpersonal type tries to get
,wery,qlose to people and wants every-
one to treat him in a close personal
manner. When he strives for this di-
rectly, he will behave in a confiding,
intimate and extremely personal man=
,ner. A more subtle approach will in-
volve attempts to punish people for
not responding in a close personal way.

The personal type is comfortable in a
close personal relationship-but can

also respond well in circumstances re-
quiring emotional distance. He can
accept being,disliked and is capable

of realizing that the dislike is the
result of a relationship and not the
result of the possibility of his being
unlovable.
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Neuroses commonly stem from dlstur-
bances in the area of affection. If

appropriate attitudes are not formed
in the stage shortly preceding true af-
fectional behavior, there can be seri-
ous problems in this area. Schutz
turns to Munroe (1956) for this expla-t,1
nation of conflicts in affectional re-
lations stemming from the phallic
stage.

The FIRO-B

FIRO-B stands for "Fundamental Inter-
personal Relations Orientation-Behav-
ior," a measuring instrument which is
central to Schutz' theory.

The FIRO-B was developed both to mea-
sure interpersonal interaction and to
predict types of interaction based on
information from FIRO-B alone. In
Schutz' terms this measuring instru-
ment was'designed to measure an indi-
vidual's behavior toward others (e) as

well as what he wants from others (w).
Six scores are obtained: (1) ex- .

pressed inclusion behavior (eI);
(2) wanted inclusion behavior (wI);
(3) expressed control behavior (eC);
(4) wanted control behavior (wC);
(5) expressed affection behavior (eA);
and (6) wanted affection behavior (wA).

Schutz used Guttman's (1950) technique
for cumulative scale analysis to con-
struct items for the six scores above.
This type of scale analysis is based
on developing scale items regularly de-
creasing in popularity. Thus, items
will be accepted sequentially up to a
point by the respondent and then re-
jected.

A given scale score is the result of
the number of items accepted, and
since nine items were-used for each

scale, a score range tf 0-9 exists for
each scale. The population used to
develop the test consisted of 150 sub-
jects from the Boston area colleges
(Massachusetts Institute of Technology,
Massachusetts State Teachers College,
Harvard, Boston University) as well as
a military group (Air Force reserve
unit).

. Foa's Extension of
Facet Design and Analysis

Foe' (1958) was first concerned with
the problem of finding the basic inter-
ielationships of such varied interper-
sonarl dynamics as attraction, similar-
ity of values, empathy and mutual
satisfaction. He Suggested that the
universe of such concepts could be re-
duced to its underlying factors or
elements by looking for contiguous -
elements in the phenomena. Gut*an
(1954; and 1954-1955) had recently
developed a systematic approach to re-
search design which utilized this no-
tion of contiguity--namely facet de-
sign--which recognizes that variables
with simile; structures will be simi-
lar empirically.

Foa (1965) pointed out that facet de-
sign and analysis of interpersonal
interaction is a logical extension of
multivariate research design. Facets
represent a way of systematically de-
fining a set of variables in terms of

.more basic sets; hence facet design
had obvious applicability in an area
such as interpersonal interaction,
with its myriad, overlapping, loosely
defined variables. Foes unique con-
tribution to the interpersonal inter-
action literature is his theoretical
explanation of the basic facet struc-
ture from which a circumplex ordering

14



of interpersonal behaVior is generated
(Wiggiris, 1968). Most researchers in
this area are primarily interested in

the empirical properties of ordering.
While Foa is also concerned with appli-
cations and organization of the litera-.
turf; his most suggeStive work has
beent,,with the deductive use of facet
design and analysis--in other words,
with its predictive possibilities
rather than its descriptive features.

The Facets of Behavior

Basically, Foa (196 has stated that
interpersonal behavior may be viewed
as either giving or taking away love
and status: The object of the giving
or taking can be either the self or
the other. Foa (1964) defined inter-
personal behavior in terms of three
facets related to these generaliza-
tions. The first facet was content of
behavior and the concern was whether
or not the behavior was accepting or
rejecting. The second facet was ob-
ject of behavior, which he specified
as being either towards the self or
towards the other. The third facet
was mode of behavior which was desig-

4

4
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tated as either emotional (love) or
social (status).

It is interesting to note the emphasis ,

that Foa places on the attitude that an
individual has toward himself in con-
nection with interpersonal,interaction.
De Charms (1968) stresses' the fact

that both the knower and the known
take part in any human interaction,
and that knowledge of self is appro-
priate to use,in assessing people with
whom one interacts. (The danger of
anthropomorphism, which occurs in at-
tempting to understand "thipgs" is not
present in this type of situation.)

Viewing these facets from a develop-
mental standpoint, Foa (1964) proposed
that children learn to differentiate
their world in three corresponding

,stages. First, the child differen-
tiates by content and accepts or re-
jects what is in his immediate-envi-
ronment. The next differedtiation is
between himself and others as objects
of behavior. The third differentia-
tion is between love and status. This
process of differentiation is repre-
sented below in Figure 4.

11,

Figure 4. Assumed Stages of Differentiation (Foa, 1964, 14. 5).

15
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The center circle in Foa's model is
the most basic and represents the dif-
ferentiation of acceptance and rejec-
tion. This circle is immediately sur-

rounded by a Circle which sets off
,self from other. A third circle is
divided into two verticle sections rep-
resenting status (social) and two hori-
zontal sections representing love (emo-
tional). The outer circle, which is
divided into numbered s ctions and en'
closes all of the other ircles, rep-
resents eight types of interpersonal'
behavior which result from the com-
binations of the various subdivisions

.., .

of the inner circles. 4

The result is that Foa's three facets
generate eight ways of classifying in-
terpersonal behavior which may be fol-
lowed on the circumplex model section
by section as follows: (1) social
acceptance of other; (2) emotional ac-
ceptance of other; (3) emotional accep-
tance of self; (4) social acceptance

of self; (5) social rejection of self;
(6) emotional rejection of self;
(7) emotional rejection of other; and
(8) social rejection of other.

These eight types of beha ior are ex-
pected to correlate with daze another
to/the,degree that they are near to
each other in-the circumplex_ order, A
circumplex is essentially an inter-
correlation matrix, in which the high-
est correlations may be found on ei-
ther side of the main diagonal. Cor-
relations decrease as they move away
from the diagonal and later increase
as the diagonal is approached from
the other side (Guttman, 1954). For
example, when the relationships of the
intercorrelation matrix are trans-
ferred to the circumplex model, as in
Figure 4, type one would correlate
higest with type two, least with type
five (which is the type most removed,

i.e., 180° on thecircumplex) , and
then the correlation would rise again
for types six, seven and eight, pro-
gressively.

Research applications ofsFoa's facet
design of behavior. In research using
such a circumplex model, answers to in-

ersonal test items from question -
naires. are weighted by degree of favor-
ableness.to the interpersonal rela-
tionship under consideration. For
example, a low score_Rould indicate`
either weak acceptance or strong re-
jection of the relationship. 'A posi-
t4ve coefficient between acceptance.
and rejection would indicate that the

stronger the acceptance, the weaker
the rejection.

7,

Two studieS'run iz igi-ael will illus-
trate how Foa's facet design approach
aids in the conceptualization and ex-
planation of interpersonal interaction
as well as supplying empirical verifi-
cation for the relationships"postulat
ed in his circumplex. The first study
(Foa, 1962) was of 633 married couples
who came from eitherawestern cultur-
al background (Ashkenazi) or a middle
eastern background (Sephardi and Ori-
ental). Brief stories were prepared

,

which illustrated each of the eight-
types of behavior represented in the
circumplex model above._ These stories
centered around married partners' ac-
ceptance or rejection of each other
and themselves. Subjects were asked
whether or not they behaved in a man-
ner similar to that of the characters
inthe stories. The results of the
study indicated that the coefficients
of correlation followed the pattern
predicted by the circumplex.

In the second study (Foa,, 1964) this
population was divided into two groups

le
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according to eastern or western back-
ground anti several cultural-differ-
ences were found. In.the western
group there was a
between subjects'
their spouses and
toward themselves.

greater relationship
behavior towards
their behavior
Emotional and

social behavior'were found to-be more
intermlated in the middle-eastern
group while the relationship between
the content-behaviors of accept4hce
and rejection, eadthough not statisti-
cally significant:yas greater for the
western groupr,---

The Facets of Perception

The next development in Foaq facet
approach was the conceptualization of
perceptual'types. Figure 5, below,
represents his circumplex model for
this type of interpersonal dynam.1.5.

This model formalizes the perceprl
types into three basic stages. e

ner circle represents the most basic
differentiation, which iS the self

41
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from the nonself fobSer er and non-
observer). The child iscovers this
differentiation in the pre-Oedipal
phase when he learns to distinguish
between his mother and himself. The
next circle indicates what actually
happens (actual) and,what ought to
happen (ideal) . In this stage the
child learns that there are things
which he does which bring approval
from his mother. The third circle in-
troduces the point f view--a further

dAdifferentiation b tween the point of
view of the interacting self (actor)
and the point of view Of the other
(nonactor).

/

Relationships between Perceptual and
Behavioral Facets

When Foa's conceptualization of per- *'-//
cePtual types is combined with his be-
havioral types, the following (Table I)

,emerges.

The combination of any perpeptual type

PERCEP3UAL TYPES

-(SAGE 3) Man

-7 (STAGS 2) LWIRL

(S2AGL 31 KR

Figure 5. Asiumed Stages of Differentiation of Perceptual Types
(Foa, 1964, p.5).

`1.

Tot
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Table I. Facet Definition of the Variables of an Observer
(Foa, 1966, page 3).

Perceptual Type

Actor Level Alias

\...,

Behavioral Type .\

Content.
Object Acceptance 'Rejection,

(1)

T$

Z
0 ''

Type

Other Self,> Self ' Other

rt$
Z

rt$

. Z
.- 0 0 H H
rCi r.1 H rt$ rts

.H H ,-10 0 0 0 0
0 o o
m a la m m

1 2 3 4 8

I

Nonobserver Actual Nonactor
or Other

Actbr

Actor

/, Nonanor
/

.---N
Ideal

Observer Ideal Nonactor
or Self

Actual

III

IV

Actor VI
4

Actor VII
w

Nonactor VIII
V /

.,.

i

18



with any behavioral type defines a
variable,.resulting in 64 possible
variables (8x8). 'For example, the
variable defined by Row I, Column 1,
is concerned with "...to what degree
does the observer perceive, from his
point of view, that the other (non -
observe Y) accepts him socially?" (Foa,
1966, page 3). The psychological'mean-
ing of the variable defined by Row III,
Column 7, is Z,: ..to what degree does
the observer feel that he ought'to re-
ject the other emotionally (to'deny
him love)?" (Foa, 1966, page 3). This

taTle becomes much more comprehensible
none realizes that the variables'

in Rows I-IV, Columns 1-2 and 7-8 rep-
resent what the observer receives from
the nonobserver. In contrast, Rows V-%

VIII represent what the nonobserver re-
ceives from the observer.'

17

Foa (1966) presents another schematic
model call a "ringex," which is a de-
rivative of Table I. However,the
table adequately depicts the concep-
tual relationship of Foa's facet theo-

ry of interpersonal interaction for
the purposes of this, review.

Foa's model of pWeption and behavior
in a group interaction. Foa, Trindis
and Katz (1966) have shown that the
Foa paradigm can be used to concep-
tualize not only binary interpersonal
interaction, but also such speqific
types of group behavior as family in-
teraction.

As can be seen in Figure 6 represent -

ing the son in a family, the innermost
circle of self-other corresponds to
Foa's (1966) model of stages -of differ-

41

Figure 6. States of Differentiation of Roles
in the Family of Orientation" of a
Male Child. (Foa, Triandas, and
Katz,11966, page 317).

1 -D
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entiation of 6erceptual types and re-
fers to the same'basic process of dif-
ferentiation Of self from-others.
This is the first stage (pre-Oedipal)
that leads up to differentiation by
sex in the phallic phase, when the

'

father is seen as a separate social
object from the mother (Parsons, Bales
and Olds, 1955). Finally, differen-
tiation by generation occurs, al
Foa et a/ were not completely-Cdh--
vinced that there is a time interval
betw4en sex differentiation and genera
tion different-n. (They recognize

___the-pasibility that such an interval
may be quite short or even nonexis-
tent.) The outer circle indicates the
eight possible roles generateeby the
inner circles. As in Foa's other mod-
els, if two roles aresnear to each

other on the outer circle, the types
of behaviors. called these two
roles will be similar.

Lorr's and McNair's Critique of Foa

Foa's work has been critized by Lorr
and McNair (1965)" for using types
which are too abstract and inferential,
i.e., "social acceptance of other."
They regarded the actual rated state-
ments as overlapping and,found it dif=
ficult to discover just what types of
interpersonal behaviors` were involved.
(The example they cited was: "Isaac
thinks his wife is very successful and
especially esteems her personality and
her actions." Foa, 1964, page 518.)r.
They also objected that the facets
love and status were not defined. An
additional difficulty with Foa's model
is thathe cj.rcumplex relationships
were the result'of an unusual scoring
procedure (Lorr and McNair, 1965). A
positive correlation tween accep4-
tance and rejection m ant that the
higher the acceptance the lower the

c")

rejecti ; whereas if conventional
scoring ag been used, the correla-
tions beteen accepting and rejecting
interpersonal behdlor would have been
negative. ,Hence, the result of the
usual scoring would have been a model
that was only half a circle.

-
_Lqr.r and McNaircripcized, for exam-
ple, the' fact that acceptaffce of other

039ah1) and rejection of other (so-
cial) are situated next to each other
on Foa's circumpj.ex of interpersonal
behavior. This may or may not be a
valid objection. --- Drawing on models

of phftical phenomena and their per-,
ception for parallel examples, one
might point out'that the traditional
color wheel is a useful model for pre-
dicting the' ules of,,pigment mixing,

even though the longest light waves on
the visibly scale (red) are represent-
led net tb the shortest waves (violet).
Lorrand McNhir also criticize Foa's

' use'of only three facets. However,
this criticism was made a year pre-
vious to the publicatioh (Foa, 1966),
in which' he demonstratei how' 64 inter-
personal variables coul be.qenera
from his combined behavioral and p
ceptual models.

The Lorr and McNair
Interpersonal Behavior Inventory

Lorr's and McNair's Circumplex,Model'
of Interpersonal Interaction

Lorr and McNair developed a circumplex
model of interpersonal interaction
bated on the work of Murray (1938),
Homey, (1945),Schutz (1958) , LaF9rge
and Suczek (1955), and Stern (1958).
Lorr Abd,McNair first postulated 13,.
categories derived frOm thp above
sources and from their own "clinical



hunches:" These categories ere:
(1) Dominant, (2) Competit e-Exploi-
tive, (3) Autonomous-Critical, (4) Hos--
tile, (5) Suspicious, (6) 4Socially
Withdrawn, (7) Self-effacing and Anx-
ious, (4) Controlled-Conforming,
(9) Dependent-Deferent, (10)"Affilia-
tive, (11) Nurturanf, (12) Outgoing-
Sociable, and (13) Impulsive-Emotional.

Ten psychologists then wrote state
ments appropriate to each of these
categories, producing 171 statements
which could be answered yes or no.
Using these items, therapist ratings
of 211 male and 135 female outpatients
in individual therapy were collected
from 163 psychologists and psychia-
trists along with ratings of 86 nor-
mals. After correlations among

No

ratings.,on these 171 items a mad
it was ne ssary to dro everal o
the original . Then Gutt
man's (1952) mul le-grou factorin
procedure was used t extrac
centroid faCtors fram t st
rating data. Some of these were sub-
sequently removed because of their
brevity or because they did not fit _

into a circul'ar order. There,remained
nine scales which are presented in a
circumplex model in Figure 7.

19

Autocratic, Blunt-Aggressive, and
Skeptical-Distrustful. There is also
some 'relationship to Horney's (1945)
movemegtagainst people, and Schutz'
(1958) need for control.

The second sector of the Lorr and
McNair interpersonal circle is com- '

prised of the following categories on
--the circumplex: (1) Inhibited-Re-
served; (2) Abasive; and (3) Passive-
Dependency. The,corresponding cate-
gories in Leary's system would be

Modest-Self-Effacing and Docile -
Depffldent.

e third's or of the interpersonal
circr o ree onds to Schutz' affec-

v444ble. This sector consists
Sociabld;(2) Affiliative-

TAs g; and (3) Nurturant-Supportive.
The cpr onding Leary category is
esponsible-Overgenerous, which Rrob-
ly is somewhat different in meaning -

pecially since the category of So-.
ciability is missing from Le &ry's pre-

'tsentation.

Three overall factors were extracted
from the nine variables. The first
factor appeared to be one of Control
and was defined by Dominance-Competi-
tiveness, Hostility, Independence,
Sociability and some Suspicion. The
second factor was Intropunitiveness
and fitted with Passive-Dependency and
Abasiveness. This factor probably
corresimeds to Stern's Submissive-
Restrained factor, while Schutz has no
counterpart in his system. The third
factor is bipolar, with one end of the
continuum represented by Affiliative-
ness' (defined by affiliativenese or
affection, nurturance and sociability)
and the other end by Withdrawal (de-
fined primarily by inhibition, hostil-
ity and...suspicion). This factor cor,-

responds toSchutz' affection variable

Correspondencies between I,orr's and
McNair's circumplex and 'he models of
other theorists. Lorr d McNair dis-
cuss the nterpersona circle in
terms of the onverge ces with several
of the major corresponding conceptuali-
zations. The top section in their cir-
cumplex describes dominant, control-
ling and exploitive behavior. On the
immediate left-one finds the hostile
and rebellious combination. Next,
there is the category of suspicious-
ness and mistrust. Thepe three cate-
gories correspond to Leary's (1957)
circumplex categories of Managerial-

21
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which extends,from overpersonal
through personal to underpersonal.

Experimental 'verification of a hypthe-
tical interpersonal behavior circle.
In this first study Lor; and McNair
had evidence for a nine category cir-
cumplex'but they also constructed a,

hypoth tical model which was not yet
backed evidence but was more com-:
prehensiv . This 'hypothetical behav-
ioral,circle is presented in Figure 8.

Lorr and McNair (1965) were concerned
with finding support for the above'hy-
,pothetical interpersonal 'circle con-
sisting of 16 interperspnal behavior
categories. They went about this ver-
ification by conducting three addition-
al experiments with both psychiatric
outpatients and normal subjects. In
order to verify a circular rank order
of such behavior categories, it is

nostiti-As si atty.

Suspicious-Withholding

Autonomous-Detached.

Mithir Avotii4

inhibit -PA sarvid

Ability*

necessary to first arrange She behav-
ior Categories on the basis of some
prior knowledge of the variables
which may be either empirical or theo-
retical. As was pointed out in con-
nection with INDa's work, the correla-
tions will inOrease the closer they
are in sequence if there is in fact a
circular ordering. The predicted se-

' quence will coincide with the rank or-
der, and the principal diagonal All-
contain the highest positive correla-
tions ,(Lorr and MoNair, 1965).

The first study used outpatients ;who
had been in individual pscrchaherapy
at least three months, and Was con-
ducted much the tame" as Lorr and
McNair, 1963. The result of the data
analysis indicated that thehypothe-

sized Withdrawal and Autonomy factors
could not be used. The Conformity and
Responsibility factors-were not usedo
since it was felt that they were not

Dominant-Controlling

Att ion Slaking

Sociable-Anti tatty'

**\ Rurtorant-Supportive

faisive-Depandent

Cooperative - Agreeable

Conforming

Deferent-Compliant

Figure 8: Hypothetical Interpersonal Behavior
Circle (Lorr &'McNair, 1963, page 73).
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sufficiently interpersonal in nature.
Another problem resulted when it be-
came apparent that the Passive-Depen-
dent cluster could be split_into'two
separate factoii-Whrore Submissive-
ness and Succorance. Twelve'cate-
gories remained after the first experi-

,

ment.

The second experiment hypothesized 16
interaction categories which were
'based on all previous work. These
categories were: (1) Dominance;
(2) Recognition; (3) Hostility;
(4) Mistrust; (5) Autonomy;.(6) De-
tachment;
ment; (9)

cora:rice;

ableness; (13) Nurturance; (14) Af-
fection; (15) Sociability; and (16) Ex-
hibition.

(7) Inhibition; (8) Abase-
Submissiveness; (10) Suc:
(11) Deference; (12) Agree-

Another similar study with nonpsy-
chotic outpatients was made wit he

Recognition

mostility

Mistrust

Detachment

result that 14 of the catetories fit-
ted into the hypothesized circumplex
ordering. The Autonomy factor was
excluded due to the fact that it was
not suffici tly defined, and the Suc-
corance cate ory was excluded because
it did not fit into the circular or-
der.

A group of "normals" consisting of 290
individuals of both sexes and repre-
senting a wide range of occupations
and socio-economic classes was also
studied. The same circular order of
categories was found with thenbaals
as was found with theAtpatierits.

The Empirically Defined Categories of
the IBI

Since this circumplex of categories
spresents the best experimentally
tested and clearly defined dimensions

Sanitised'

Mcbibition

Soolabillty

Affection

Dthibition

I

Abasement

Submission

Murturance

Agreeableness

Deference

Figure 9. The Interpersonal Circle (Lorr & McNair, Q65, page 828)
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Table II. Statements Exemplifying the 14 Interpersonal
Categories of 1813 (Lorr and McNair, 1965,
page 827)

lut

Category . StA4ments

Dominance Bosses- his friends and associates around.
Takes charge of things when he's with people.

Recognition Seizes opportunities to rival and surpass others.
Stri%,s for symbols of status ana-_superiority to others.

Hostility Ridicules, belittles, or depreciates others..
Uses a sarcastic or bitirig type of humor.

Mistrust Mistrusts the intentions of others toward himw,
Expresses suspicion when someone is specially'nice to him.

.Detachment Acts businesslike end impersonal with co-workers.
Keeps aloof from his neighbors.

Inhibition Shows discomfort and nervousness when people watch him work/
or at plaro

Shows signs of self-consciousness with str s.

Abasement Blames"himself.whpn interpersonal frictiqn3ith others occurs.
Apologizes foxArra-having done better when iht.Ompletes a task.

Submissive- Gives in rather than fight for his rights inik
ness Lets his fri'ends.or spouse push him around.
Deference Carries but orders of his superiors with zest.

Takes the role of iielper or supporter of authority figures.
Agreeable- Contributes positively as a member of some group or team.
ness Relates to and.treats people as equals.
Nurturance Listens sympathetically to others talk about their troubles.

Puts-aside his own'work or pleasure if sameoftejasks for help.
Affection --Sho-WS.d-iear-liking and affection for people.%

Acts close and personal with people.
Sociability InviteS friends and acquaintances to his home.

Drops in to visit friends just to socialize.
Exhibition Draws attention to himself in a group by'telling jokes and anecdotes.

Acts the clown or amuses others at a party.



of interpersonal interactionit seems
appropriate to present a table and
figure of these categories with their
representative statements. (See Table
II and Figure 9.)

Lorr and McNair feel that this final
circumplex offers a useful conceptual
organization of otherwise unrelated
constructs. It has the quality of
generating further explorations into
interpersonal interaction since the
researcher may infer missing cate-
gories.

v

Social -

Emotional
Area:
Positive

Task
Area:
Neutral

Social -

Emotional
Areas
Negative

A

B

C

D
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Bales' Interaction
Process Analysis (IPA)

Bales' (1950, 1968, and 1970) Inter-
action Process Analysis (IPA) repre-
sents a continuously developing ap-
proach to the study of interpersonal
interaction over several decades.
Bales is concerned not only with the
development of the analysis of small
"face-to-face" groups but also with
the applications of the findings in
the study of such small groups to
larger social systems (Heyns and Lip-

11

Shows solidarity, raises other's status,
gives help, reward:

Shows tension release, jokes, laughs,
shows satisfaction:

Agrees, shows passive acceptance, on -
derstanda: concurs, complies:

[

Gives suggestion, direction, implying
autonomy for other:

Gives opinion, evaluation, analysis,/
expresses feeling, wish:

/1
Gives orientation, information,
repetition, confirmation:

1:

Ir.

Asks for orientation, informatiOn
repetition, confirmation: '

----Kircsfor /opinion, evaluation, analysis,
expression of feeling:

Asks for suggestion, direction, pos-
sible ways of action:

.

Disagrees, shows passive rejiction,
fformality, withholds help:

Shows tension, asks for help, withdraws
out of field:

J

Shows antagonism, deflates other's
status, defends or asserts self:

a Problems of Complication
b Problems of Evaluation
c Problems of Control
d Problems of Decision
e Problems of Tension Reduction
f Problems of Reintegration

abc_de-f

A Positiv Reactions
B Attempt inswe
fw Question

giictions

Figure 10, The System of CategorieseUsed ry Observation
and Their Major Relations ales, 1950, page 59)%
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pitt, 1 4). He first concerned him-
self w h finding general categories
'deri d from observation of divergent
typ of groups such'as teaching
s= inars and leadership training

oups. Before Bales (1950) finally
chose 12 basic categories, there were
as many as 85 and as few as five in
his system.

Developing the 12 Basic Categories of
the IPA

As can be seen from Figpre 10' e 12.
categories are organized in terms of
six primary problems in interpersonal
interaction for any group facing a
cakon task. A typical-successful
group will go bAtk and forth between
one or another of these problem areas
until it has found appropriate solu-

)

A. Positive
(and mixed)

Actions

B. Attempted
Answers

--C. Ques

' D. Negative

(and mixed)
Actions

tions for each area.

Communication and evaluation. The
first problem area is referred to as
the Problems of Communication. Here,
the concern is with group members
achieving a common definition of
their situation and involves the pro-
cess of orientation.' The categories
included in this problem area in the
original IPA (Bales, 1950) were Gives
Orientation and Asks for Orientation
(categories six and seven). Bales

later changed the titlalof
these c egories to Gives Info ation
and Receives Information (see Figure
11). Although both categories were
changed in title, only category_g.i.x,,___\

(Gives Information) was modified in
its definition. Leaderlike acts of
information ging and gentle manage-
ment were no'longer included in this
category.

t
14 Seems Friendly

.

21 Dramatizes ...

3f

f

'i Gives Suggestion
Gives Opinion

.'. Gives Information

. Asks forInformation
8. Asks fgr_Opinion
9. Asks for Suggestion

10.' Disagrepe
11. ShoWeTension
12 eems Unfriendly

Reciprocal
Or

Opposite' Pairs

Figure 11. Categories for Interaction Process Analysis
(Bales, 1970,-page 92)
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The second problem area is concerned
with-Evaluation. Here, th* group to-.
cuses on'd'veloping a common value
system related to the evaluations of
taskcehtered solutions. The'c'ate-
Vries included in this problem area
are Gives Opinion and Asks for Opin-
ion (categories file and eight). (Bales,
1950). They are concerned with evalua-
tion, analysis and expression of feel-
ing. Bales (l9-0y-Alti notAchanged
either of these categoriet in title or
\definition.

Control4nd decision. The third prob-
lem area is Control. This area fo-
cuses on group members' attempts to
influence each other. The categories
in this problem area are Gives;Sug-
gestion and Asks for Suggestion (cate-
gories four and nine) (Bales, 1950).
The titles have not changed in Bales'
(1070) later system but the definitions
of both categories have been broadened.
The emphasis is not only on direction,
but also upon evidences of ascendance

/

,and submission:

The fourth problem area is Decision.
Here, the group must arrive at a final
decision on its areas of concern. The
categories included in this problem
area are Agrees and Disagrees (cate-
gories three and ten). These cate-

'"-gories are related to accepting-
rejecting and helping-resisting'behav-
iors (Bales, 1950). They were not
changed in Bales' (1970) later system.

Tension and reintegration. The fifth
p blem area involves the groups cop-

g_111.t.h Tension. The 1950 categories
.(categori.es two and eleven) concerned
with thik problem area were Shows Ten-
sion Release and Shows Tension. Ten-
sion Release was assumed tofbe associ-
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ated with joking, laughing and showing
.satisfaction.. Tension was aisumed to
be present'when there were requesti
for help or withdrawals. Bales (1970)
changed the title of category two".to

Dramatizes after finding that laugh-
ing often in cated a sign of tension.
Consequently laughing was put into
the catego Shows Tension (category
eleveri), b joking was kept in cate-
gory,two. Category eleven kept .t.s

original itle.06.11t category two was
changed o Dramatizes, since pales
places reat emphasis on fantasy as a
form rf tension release.

The sixth problem area is concerned
with group Reintegr4Aon. The 1950
categories in this area were Shows
Solidity and Shows Antagonism (cate-
gories one and eleven). These cate-
gories were related to'-raising or low-
ering status and helping or not help-
ing. Bales (1950) changes these cate,
gory titles to Seems Friendly and
Seems Unfriendly. Tpii change was
made in order to increase the'number
of ratings in these categories by
observers. The word "seems" was
4chosen to encourage raters-o include
minor signs of friendliness. The word
friendly was chosen both because it
'had greater "common sense" appeal and
'because it was a better fit for less
ascendant positive acs.

As can be seen from Figure 10, ,,these

12 categories may also be organized on
the basisof four other classifica-'
tions. Positive Realtions (A--cate-
gories one and four) and Negative'

Reactions (1)=-categorfes ten and
twelve) are concerned with social
emotional problemsin interpersonal
interactionand,are not task oriented.
The tas&area (0t) is a nWAral area
and mainly concrned.with'problem
solving. The task area BA sg &s:blas-

i

2 7
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fied as Attempted Answers and includes
categories four through six. The task/
area C, clasteied as Questions in-
cludes categories seven through nine.

Applying the IPA as an'Observation
Instrument

In Bales' system the group observer
makes his observations from the Stand-
point of a group member (Heyns and
Lippitt, 1954). In fact, e only
real difference between the server
and any other group member s that
the observer is familiar with the
above set of categories which.guide
his observation. The unit of Observa-
tion is any classifiable verbal or
nsnverbal_interpenonal act. The
final scores are varied. Categories
can be computed for individuals as
well as-the entire group. Ratio
scores carialso be computed. For
example, the 'number of acts in one
category can be compared to the number

of acts in that same category plus
another category:

represent an evaluative space. The
following spatial metaphor is sug-
gested as an aid to memory and
visualization: an increpse power
of the person may be tho g t of as
upward movement, a d rease as down-
ward; an increase in liking of the
person, oi-affectionate feeling for
m, mad be thought of as a movement
the right (called positive),' d

the opposite, an increase in dislik

Ot of him, may bethought of as a move
ment to the left (called negative),
Finally, an increase in his ntri-
bu4on tog.re..up -tails mayb ought
of as movement forwajrd, and t
posite, interference with group
tasks, may be thought of as movement
backward.

(Weick, 1968, page 397)

Bales' Three-Factor Diagnostic Systeln_

Bales'' later work (Bales, 1968;--,
1970)' develops a diagnostic System
addition to his traditional forM-of'"
Interaction Process Analysis, In con
nection with this diagnostic system he
has h7.15-0.thesized a three-factor Social-

Psychological Evaluative space.' These
three dimensions are: ,(1) Power;

(2) Affection; and (3) Conformity to
Group Norms (or Contribution to Group
Tasks). Weick (1968) describes a spa-,
tial metaphor which makes Bales' (1970)
diagnostic system much more comprehen-
sible.

These dimensions are orthogonal and

213

Bales' diagnostic system is based on
such a spatial conceptualization. He
describes 27 personality types with
symbolic%representations of their
place in an orthogonal evaluative

Upward personality types. Type U (up-
ward) is Oriented toward material suc-
cess and power, but neither valuer nor
-task-oriented in his group behavkor.
-Th4-typeis/neither friendly nor un-
friendly to tether grOup members and
seems to,be talkative, active and
powerful. Tie typically overestimates

his value for alroup-task, however.\

Type UP (upward-positive) isbriented
toward social success and _popularity,
is Sdoially an sexually extroverted,
but neither fo, nor, against,the group
task. His feeli g of involve nt is
expansive and he tends to take a
tion of "receptiv leadership" in a
group. .

ll



Type UPF (upward-positive-forward) is
oriented toward social solidarity and
progress. Rated high'on "leadership"
by group members, he generally takes
the initiative in leading the group
in a task- or value-oriented direction
and is cooperative with or-at least
tolerant of more negative types.

Type OF (upward-foiward) is oriented
toward group loyalty and cooperation.

,-1,/ He is too ascendant to be consistently
friendly or unfriendly and identifies
himself with an impersonal "plan" to
which he expects the other group.mem-
bers to be loyal. He typically at-
tempts to erase individual differences
in a'group bue-is not really equali-
tarian.

Type UNF (upward-negative-forward) is
oriented toward autocratic authority
and,takes the initiative in a value-
or task-oriented direction'because he
assumes that he is morally superior to
the rest of'the group. He is dominat-
ing and unfriendly and projects his
own bad impulses onto others, but
typically does not perceive that others
dislike him.

Type UN (upward-negati,ke) is oriented
toward tough-minded assertiveness and
derives satisfaction mainly from show-
ing his power and superiority. He is
do inating, hostile and unfriendly to

gf p members and tends to overempha-
siz aggressive masculinity.

Type UNB (upward-negative-backward) is
oriented toward rugged individualism
and gratification and is both hostile,
and rebellious. He plays the group
"outlaw" and seems exploitative and
self-centered, as Well as deviant and
high on disagreement. He generally
tends to be expressive and jokes and
dramatizes a great deal of the time.

21

Type UB (upward-backward) is orie
toward value-relativism and expression
nontask oriented, unconventional and
strongly ascendant. He seems neither
friendly nor unfriendly, although he
sees himself as extroverted and enter-
taining. He is least likely to.accept
authority but escapes conflict by jok-
ing and dramatizing his own and others'
underlying tensions..

Type UPB (upward-positive-backward), is
oriented toward emotional supportive-
ness and warmth and is free to give
unconditional love and praise. He
identifies the self with the powe to
give and elicit affection, is nu AP
ant and open, permissive and s-,

sive and tends to be liberal en
somewhat unconventional. Howe,-r, he
may be a little too ascendant for
other4 to like him, and is low on task-
oriented activity.

...
Positive and negative personality
'types. Type P (positive) is oriented
toward equalitarianism and demon-
strates this by approaching others as
equals without concern for their_sta-
tUs, task-relevance .or conventionality.

He appreciates others as individuals
and is friendly, sociable, informal
and modest. Like UPB, he has no defi-
nite orientation'towarp a task, but he
is a positive, moderating force in a
group.

Type PF (positive-forward) is oriented

toArd'altruistic love and'is also
equalitariab in interaction, althqugh
he is moderately likely to speak for
conservative group beliefs. He
operates with the task orientation of
others and generally supplies agree-
ment, although he is not submissive.
He is an optimistic idealist and has

an important facilitating role in a
group.

2D
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Type F (forwaid) is oriented toward .

conservative group beliefs, is ex-
tremely impersonal and problem- solving.
He is neither ascendant nor submissive,
friendly nor unfriendly, but devoted
cto implementing the group goals. Es-
sentrglly conservative,, he views
authority, as coming from above and
outside and regards' values and beliefs
as "received" Truth:

Type NF (negative-forward) 'is oriented
toward value-determined restraint and
is so persistent in his emphasis on
principles an& conscientious in pur-
suit of a task that he usually seems
unfriendly to a group. An anxiety-
driven personality, he is quite wil-
ling to sacrifice others' positive
feelings, as well as personal grati-
fication, in order to obey his own
conscience.

Type N (negative) is oriented toward
individualistic isolationism. Neith
value- nor.,task=oriented and neither
ascendant nqr submissveA he seems un-
friendly, unsocial, negativistic and
tends to regard others as threatening
to his privacy and autonomy. He is
high onedisagreement with the group
and functions as a "spoiler" of others'
.ideas and efforts.

Type NB (negative- backward) is orient-
tOward rejection of social conform-

;

and generally takes an attitude' of(
cynical defiance of the group' and its
task and values. He is unfriendly but
neither ascendant nor submissive', and
he meets both the group and its 'tas)c

with stubborn evasiveness and 'radical
.

criticism, He thus tends to break
down attempts at group consensus.

Type B (backward) is oriented toward
rejection' of all conservative group
belief.. Like UNB, this type of here-

4,

tic sees himself as favoring gratifi-
cation and expression. However, he'
tends to lose himself in fantasies
about a better society or a better
life, rather than actually pursuing
gratification. fres neither ascen-
dant nor submissive, friendly nor un-
friendly. He attacks all authority
and all orthodoxy 'but relies upon
fantasy and feeling (as Opposed to
logical analysis or to NB's cynicism)
for his arguments.

Type PB (positive-backward) is orient-
ed toward permissive liberalism,-is
equalitarian and friendly. His pri-
marrconcern is for persons and their
growth, rather than for tasks. He
tends to be more lik d than the more
ascendant UPB type. He is socially

ereceptive and spo ats, less.value-
PF and'has perhaps 'less-
than P. Usually the most-
of a group, he is not
for group consensus very

'oriented
e.. rength

iked mtpber,
able to work

effectively, however, because he de-
pends upon spontaneous affection.

Downwqrd personality types. Type DP
(downward-positive) is oriented toward
trust in the goodness of-others. He
is palni and stable, has great ego
strength, seems friendly'and nonasser-
tive: He is not task oriented but
responds to and identifies with others.
He is less active than the P type and
uses his ego strength'primarily to

harness basic drives, especially ag-
gression.

Type DPF (downward-positive-forward) N-
is oriented toward salvation through
love and is both altruistic and sub-
missive, as well as task- and value-
oriented. He is also very much con-
cerned with conformity to group norms
and to orthodox ideals. He is facili-
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tating in a group and'contributes to
its positive and forward movement in
much the same way as PF does, although
he is lei ascendant than PF.

Ty DF (downward-forward) is oriented
toward self-knowledge and subjectivity
and is very concerned with his own in-
ner thoughts, feelingsand control.
In a group he is submissive, conven-
tional and impersonally and cautiously
task-oriented. This introverted type

seems serious and extremely hard-
working.

Type DNF (downward-negative-forward)
is'oriented toward self-sacrifice for
'iraldei and may actually try to get
others to "martyr" him so that he may
shame and blame them. Conventional
and submissive, he is also resentfur
and seems unfriendly. However,:bir,

arousing guilt in others, he may fa-
cilitate performance of a group task
through negative mans.

0 Type DN (down41,h-negative) 'is orient-

tNard rejection of social success.
Like N and'NB he is unfriendly and
rejecting..of th- p, but DN is
merely indifferent o the'group value-
and.task-orientation.' 1.1e"tends to

disagree, not with 'roue actions' or

the grgup's values, t passively)
with,the solidarity o -group and

with the status rewards iven.to its
more likemembers. He i ious of
liked others, and his withdrawal is an
attempt to silently accuse those who
have been successful.

Type DNB (.downward- negative - backward),

is oriented toward failure and with-
drawal. He is cynical and alienated
and rejeets the group 1::nd its value-

or task-orientations. Like NB, he may
seem radical and critical, and he may
have similar reactions to the group as

29
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DN, but DNB feels more dislike than
any, other type for others, and he also

tends to project this dislike into
others' feelings about him.

Type DB (downward-backward) is orient-
ed toward withholding of cooperation
and is very concerned with repressing
uhis negative feelings about convention,
authority and group orientation, even
though he tends to fantasize that The
is holding baCk from the group for his

own,(4ratification. He is passively
anxious and negative to authority,

(-neither friendly nor unfriendly but
ambivalent to the group, and can easi-
ly become a scapegoat.

Type DPB (downward-positive-backward)
is oriented toward identification with
the underprivileged. Passive and ex-
pectant of help and nurturance, he is
not value- or task-oriented, but is
friendly, optimistic; trustful and

well-liked. He is concerned about
social conditions and even social re=
form, ,but does not acknowledgeegq'res-
siOn,,as the B, UB and UNB,tlipes do,
_even though he tends to/Obbilize the
"underdog" members of a group.

Type D (downward) is oriented toward
devaluation of the self and manifests
this in nonself-assrtive, inactive
and inert behaviors. He is neither
friendly nor unfriendly and neither
accepts nor resists group value and
task orientations. He is extremely
low on-interaction but not quite s

introverted as DF The D type im-
plies compl.ete inhibition of drives
and appetitiesand encompasses a
willingness to '.16orlegate the self in

a social or religioUs sense as well.

Type AVE (average) is a residual class-'
ification ihcluding those who are near
the middle on most variables, but also

3i
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those who are unusually flexible and
mobile over time (tales' ideal for the
leader of a self-analytic group.)

Not only the specific individual per-
sonality types; but also the inter-
action patterns of-an entire group,
can be considered within this spatial
framework, as Weick points out:

Initially the group starts out on
the positive-sideiof the space with
pleasantries; then it moves downward
as the members concentrate,on ex-
change of information in preparation
for the decision-yoking task, from
there moving forward and upward as
they concentrate on opinion and
analysis, and so on upward and nega-
tive as disagreements predominate
over agreements. If agreement is
reached, the group average, tends to

, move on:toward the upward-backward
\direction as joking sets in, and

from there it moves downward-backward

as laughing,Incrases and the ten-
sion subsides, .f.t4Om whence it moves

on toward the positive side approxi-
mately back to the starting point,
in preparation for anothes cycle. ,

(*.sick, 1968, page 398)

Borgatta's Revision of the IPA,11PS)

The IPA has been criticized for the
fact that its categories oftenblur
important distinctions which should
be made rWS.nterpersonil interaction

(LongabaUgh, 1963). As a result of.
this problem, Borgatta (1962) re-
vised the IPA into his own form, the
'IPS (Interaction Process Scores).
In his revision he was concerned
with both the problem 9f greater,dis-

crimin4ion ilLintensity and the
problem of differentiation of cate-
gories which obscured differences.

Table III. ,The ,CategoiieS.of the.IPS and Corresponding

IPA Category Numbers (Borgatta, 1962, page 279)

01 Common social acknowledgments, (1a)

02 Shows solidarity through raising'the status of others (lb)
03 ShOws tension release, laughs ?)
04 Acknowledges, understands, recognizes (3a)
05 Shows agreement,,conogrence,, compliance (3b)
06 Gives a procedural suggestion (4a)

919gWe-la=sraltition (4b)
-----08 Gives opinion, evaluation, analysis, expresses feelings or Irish (5a)

09 Self-analysis and self- questioning behavior (5b)

10 Referenca_to-the external situation as redirected aggression (5c)
11 Givesofientation, information, Passes communication (6,1)
12 Ds ws attention, repeats, clarifies (6b)
13 psi for opinion, evaluation, analysis, expression of feelings (8)
14 Disag s, maintai a contrary position (10)
15 Shows ,tension, a s--or help by virtue of personal inadequacy (11a)
16 Shows tension increase (lib)
17 Shows antagonism, hostility, is demanding (12a)
18 Ego defensiveness (12b)

.
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The table of categories presented on
the previous page represents Borgatta's
(1962)IPS system. The numbers in paren-
theses correspond to the IPA categories.,

__Convergences of Five Interpersonal
Systems on Three Basic Dimensions

Table IV presents the convergences of
the five theorists dis6ussed. The
interpersonal dimensions and corre-
sponding personality variables of all
five theories seem to converge,
generally, into three '..verall bipolar
dimensions: (1) emotionally positive-
emotionally negative; (2) socially ac-

' tive-socially passive; and (3) adap-
tive- maladaptive.

The' first entry in le is Leary's
personality variabl Cooperative-
Overconventional which is included in
his dimension of Love'. GReadingfrom
left'to right in the first row, the
next entry is Schutz' corresponding
personality variable Personal, which
he includes in the dimension of Affec-
tion. Foa also uses Love as a dimen-
sion and describes the corresponding
personality variable as Emotional Ac-
ceptance of Self and Others. In Lorr
and McNair's dodel the related person-
ality dimension or behavioral category
of Affection is included under the di-

, mension of Affiliation. At the far
right in the first row is Bales' per-
sonality indicator Seems Friendly with

` 'the dimension of Affection..

"Fit" on the Basic Dime ions Emotion-
ally PoSitive-Negative and Socially
Active - Passive

As in most attempts at illustrating

31

the convergences among differing theo-
retical presentations, the fit in this
case is less than perfect primarily
because these interpersonal models are
circumplex in nature. As we have seen
Leary's model is divided along the
hokizontal axis with love at one ex-
treme and hate at the other and along
the vertical axis with dominance at
one extreme and submissign at the
other. Hence, the personality vari-
ables or categories are located with
respect to the resulting social-
emotional quadrants.

Obviously, then certain difficulties
will arise when one attempts to place
those personality variables which are
directly adjacent to two quadrants (or
actually overlap) at one end of t e

bipolar social-emotional dimensio 1 s .
For example, Leary's Managerial- 2 to-
cratic personality variable lies on
the Dominance-Love quadrant, but a por-
tion of this variable is also margin-
ally 'within the Dominance-Hate quad-
rant.

,.

For this reason, Managerial-
Autocratic has not been included in'
the emotionally positive-section of
Table IV, even thdugh it technically
belongs in this area of the struc-
tural model. A primary consideration
in omitting Managerial-Autocratic from
this section was the fact that it did
not fit with Leary's discussion of '

emotionally based, love orientedbe-
haviors1 nor did it fit intuitively'
with the other theorists' conceptual-.
izations of corresponding behaviors.
On the other hand, Managerial-Auto-
cratic did clearly fit in. the socInly
active section of Table IV.

A similar problem-occurred with-the
personality Variable of Rebellions-,
DistOstful. 'Although Leary placed it
in ihe' Submission half of the circlum-
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plex, it is adjacent tg the Dominance
half and is not clearly 'a passive form
of response.

Classification of Adaptive vs. Maladap-
tive Variables

There was some.question of intervening
value judgements, in 'building Table IV,
particularly in deciding which vari-
ables were adaptive or maladaptive.
This problem was corrected for to
extent that decisions about adaptive
or maladaptive behaviors were based
Pon

.Leary (1957) clearly
designated adaptive personality vari-
ables and also described the maladap-
tive behaviors in terms of their
highest intensity levels (level 3).
Schutz (1958) indicated by verbal des -i
ckiption that six of his nine person-
ality .v.Sriablesaelemaledaptive. -Foi`j
(1964, 1966) emphasized the importanc
of appropriate (culturally based) dif-
ferentiation between the separate be-
havioral Stages and also between the
separate perceptual stages. Lorr and
McNair (1963) indicated that the right
half of their circumpIex was adaptive
and the left half maladaptive. Since,
Bales' sysf.eiri is based upon observa-

tions of task solving groups, it was
assumed that his dimension of Contri-
bution to the Group Task was the key
to his distinction between adaptive
and maladaptive behaviors.

u on thee respective .theofists' inter-

In,general, in cpnstructing Table IV
every attempt has been made to match
the theorists' variables and dimen-
sions on the basis of their own defi-

.

nitions of these variables. However,
in some cases a parenthetical "mild,"
n.ow" or "high" has _been added for
greater clarity. Since some confusion
may result'from finding Foa's dimen-
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sion pf Love in the negatition
section of the table, A40 oiiid be
pointed out that hdid hat naie both
"ends" of the tg6'basic dimensions
Love and Status.
tional Rejection
represents a low
sion of Love, it
Leary's Hate, as

Thus, since his Emo-
of Self and Others
point on the dimen-
corresponds to
indicated in Table IV.

THE DIMENSIONS
OF CLASSROOM INTERACTION

Horn (1914) appears to have been the
earliest researcher in the area of
classroom interaction. His classifi-
cation system 4as'arrived at by re-
cording pupil recitations and rdspons-
es on a seating chart (Medley and Mit-
zel, 1963). .However, Anderson (1939a
and 1939b)-is usuallys,Ctted'as-the'

first important researcher in the
classroom'interaction literature
(Waetjen, 1966; Flanders,\1964). He
divided teacher behavior into the di-
mensions of Dominative and Integrative.
Dominative referred to classroom con-
trol and Integrative to the teacher'sV
efforts to help students synthesize .

the learned materials. 4

Withall (1949, 1951) later developed a

technique for measuring verbally, ex-
pressed social-emotional climate in
the classroom by reducing Anderson's
categorieS. Mitzel and Rabinowitz
(1953) have in turn adapted Withall's
categories. Medley and Mittel (1958)

' 1

extended this work in the fOtm of the
Observation Schedule and Record (OSCAR)
which is essentially a list of teacher--
student behaviors pd is sensitive to
three dimensions: (1) Emotional Cli-
mate, (2) Verbal Emphasis, and (3) So-
cial Structure. EmotiOnal'blimate is
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N,,....

concerned with observed hostility;
Verbal Em hasis/includes those behav-
iors which) are indicative of stress-
ing verbal and traditionaliclassroom
activities; and Social Structure in-

volves the
initiated activity occurs.

Classroom research result are,often

ignored by teachers. J son (1968)

has explained this neg ect on the
basis of a number of shortcomings in
the educational research itself. The

'research often assumes an_.fiengineering"
approach and is frequently not per-
formed in the classroom itself. Re-

,/
searchers experiment with small, atypi-
cal groups (or even single students) ,
whereas teachers must deal with a
large and varied group of students in

a social setting. Often the research
fails to evaluate the appropritateness
of student actions in 'terms of context.

Four-Systelelisof

Classroom'
Interaction Analysis

Waetjen (1966) selected out four dif-
ferent--approaches from the extentive

-Classroom interaction literature. He
used three criter±arin addition to

quality. The criteria were: (1) the

approach must be developed in public
school classrooms; ,(2) the students
must be representative of the public
school population; and (3).the natural
act without experimental manipulation
must be the unit of observation. -The'
four approaches selected by Waetjen
were (1) Hughes' (1959) study of ele-
mentary teaching; (2) ,Bellack et al.'s
(1965) study of high school teaching;
(3) Flander's (1960) study of teacher
influence; and (4) Perkins' (1964)
study of classroom activity. '
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Hughes: Negative -Posi tive Affectivity

and Development of Content

Hughes (1959) categorized 31 teacher-Y
pupil functions, all of which could be
subsumed under three dimensions. The

first of these dimensions, Negative
Affectivity, descrbed those functions
of a negative and p hishing nature.
The second dimensio was Positive Af,,,7!

fectivity_2whie related to ft/inc-

tions of a supporti e nature. Th

third dimension was Developmen of

Content and referrer to the functions
related to acceptan e, clarification

and evaluation. Of the 31 functions,

themost frequent occurrence was

Control, an organi hg and structuring

function.

Beilack: Structuring, Soliciting,
Responding and -Reacting

-1 .

BeAack (1965) chose four dimensions
to represent classroom interaction,
These dimensions were: (1) Structur-;

ing, which referred to classroom or-
ganizational activities centered upon
subject matter; (2) Soliciting, refer-
ring to teacher-pupil behaviors that
elicit a physical or verbal response; O'

(3) Responding, describing behaviors
which are the consequence of SoliO.t-

ing; and (4) Reacting, indirectly re-

sulting from Structuring,, Soliciting
and Responding (i.e., teacher evalua-
tion of a student's response).

Classroom interaction as game pehavior.
Bellack's dimensions did not/ocus on
social-emdtional types of behavio.
However, all of the dimensions ate
related to the dominant
Active role of the teacher in the tra-f

ditional classroom. Bellack-observed
that 75% of the classroom interarti4ft---,....-..

was centered around content. Solicit-
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ing, Responding and Reacting accounted
for only 20% to 30% of the utterances.
Bellack's study is representative -cif--

'most of the resear Classroom in-
teraction,-an the dimensions -aXosen
.are representative of what actxially
goes on in the traditional cladsroom.
It is not surprising that he has sug-
gested the possibility of conceptual-
izing classroom interaction in terms
of game behavior.

While Bellack admits that the rules of
the classroom game are not clear, such
a game does exist in which one person
plays teacher and one or more persons
play pupil. The purpose of the game
is verbal discourse about content with
a subsequent payoff determined by the
amount of learning displayed. The
"rule of rules" is essentially that
onemust consistently follow the rules
fogy his role, i.e., teacher or pupil.

$

Giving Directions; and 13) Criti-
- cizing or Justifying Authgrity, The

student talk categories consist of:
(1) Student Talk Responses, and
(2) Student Talk Initiations. The,
final category is designated Silence
or Confusion. Behaviors in each of
the categories are recorded and
tallied and the results arranged on a
ten by ten matrix which provides a

visual diagram of the classroom inter-
action (Moskowitz, 1967b).

Perkins: Students' Behavior and Learn-
ing Categories

Perkins (1964, 1965) has developed an

extensive categorization of verbal and
nonverbal behavior which specifies
teacher and student categories sepa-
rately. The_student activities are
divided into nine Behavioral_and six

-Leardfhg Actiyity -date/ories, Teeth&
actions are divided into ten behavior

Flanders: Teachers' Direct-Indirect .1ktegories based on Flander's (1964)
Influence; StUdents' Talk, Silence seven teacher-behavior categories, and
and Confusion five teacher'roles based on nine, simi-

Flanders' eysteim of inter ction analy-
sis "...is. one of theiliost widely
known and most extensively used of the
several observation systems now avail-,
able." (Ober, 1967, page 7.), The'
Flanders system describes teacher-
pupil verbal interaction in terms of
ten categories. The categories are
organized on the baks of indirect in-
fluence, direct influence, student
talk and. silence or confusion. The in-
direct categories represent behaviors
that lead students into participation
and Flanders has named them: (1) Ac-

cepts Feelings; (2) Accepts Ideas;
(3) Praises and_Encourages; and ,
(4) Asks Questions. The direct cate-
gories,limit student participation and
are designated as: (1) Lecturing;

40

lar categories develcird by Lamb (1962)
and'McKinstry (1962)''-tieing the Bales-

Gerbrands (1948) interaction recorder.

Perkins' (1964, 1965) Student Behav-
ior Categories are: (1) Interested-in
Ongoing Work; .(2) Reading or Writing;
(3) High Activity or Involvement;
(4) Intent on Work in Another Curri-
cular Area;_(8) Intent on Work of Non -
academic Type; (6) Social, Work-
Oriedte&-Peer (discussing schoolwork
with classmate); (7) Social, Work-
Oriented-Teacher (discussing sch6O1-
work with teacher); (8) Social, Friend-
ly (talking to peer aikut something
other than schdblwork); and (9),With-
drawal (detached and out of contact
wirth other people).

"e.
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The Student Learning Activity Cate-
gories are: (1) Large-Group Discus-
sion; (2)- Class Recitation; (3) Indi-
vidual Work or Project; (4) Seat Work;
(5) SmallfGroup or COmmittee Work; and
(6) Oral Reports.

0

Perkins: 'Teachers' Behavior and Role
Categories

Perkins'TeaCher Behavior Categories
are: c (1) Does not accept student's
idea, cortects it; (2) Praises or en-
courages; (3) Listens, helps, supports;
(4) Accepts or uses student's idea;
(5) Asks questions about content;
(6) Asks..:queition that stimulate
thinking; (7) ctures; (8) Gives
directions, ,c ands or ofders;:
(9) Criticizes or justifies authority;
and (10) Not participating in class
activities.

The five Teacher Roles in Perkins"sys-
tem are: (1) Leader-Director ,(teacher
initiative-passive student); (2) Re-
source Petson ,(student centered, sug-
gests); (3) Supervision .(teacher ini-
tiative-passive); (4) Socializatioh
Agent*(concerned with social expegta-
tions); and (5) Evaluator.

,

Predominance of work-oriented behav-
ior The actual classroom behavior
which Perkins (1965) observed/was
characterized by the fact that 75% of
the Audents were work oriented and
that this involved mostly seat work

4IE

and recitation (as opposed to discus-
sion); individual work or al reports.
Students' ideas or personal interests
,comprised only 4% of the material ex-
pressed. The teacher played the role
of Leader or Supervisor 88% of the
time., , /
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Traditional teacher es.. A clear
trend emerges from these studies- -the

teacher plays,a dominant -role at least
two-thirds of the time and the,s1U-
dents are passive (Waetjen, 1966).
Hughes (1959) found that in general,
a student who attempted to contribute

anything personal was not. responded to
in any way and that teacher behaviors

concerned with control were'by far the .

most frequently occurring, responses.
Not only did the teachers studied tell.
their students what'to do and how to
doit, they also let their students
know what should be answered and how
it Aguld peanswerea. Since the last
four studies reviewed here were chosen
lor.the representativeness of the pub-
lic school classroom, this trend ,

Should be taken rather seriously.

Students' pathological coping styles.
Given the predominant style of teacher-
student interaction, it is not surpris-
ing that somerchildren'develop patho-
logical coping styles for the class-
room situatiqe. Lipton ,(1971) has
pointed out that the child's behavior
is a response.to all of the stimuli
in the classroom and that it is often
defensive in nature. Lipton lists
four learning styles characteristic of -

defensive behavior: (1) Obsessive-
Compulsive response; (2) Paranoid re-
sponse; (3) Hysterical response; and
(4) Inpulsive response.

The Obsessive-Compulsive response is
based ,on the child's fear of rejection ,

by important'adults and is manifested
in avoidancp of this conflict through '
completgLia4ioptLan. in the more rou-
tine det'ils of Claisroom learning,

i.e.,-spellinge simple-arithmeticiand
other activities that require little
thinking. The Paranoid response is
also; based pn fear of rejection.

'41



Since the child with this reaction
feels that le cannot interact with
aditlts, he pgljects these feelings on-
to everything around him. The Hyster-
ical response is based on an inability
to cope with anxiety-provoking stimuli.

This type of child not Only seeks ref-
uge in illness but also avoids remem-
bering important details, avoids tech-
nicalities which need to be learned
and cannot sharpen or clarify hip
knowledge. The Impulsive response is
based on the child's fear of failure
and is characterized by iptantile
coping responses to task stimuli which
are perceived as overwhelming..

Interaction anal,ysis,and indirect
teaching. f;iowever;'=ttire some
dence to suggest that ciassroom,is--
changing. Moskowitz (1967b) 'found a
number of studies whiCh demonstrated
that training in interaction analysis 4
produced more indirect teaching behav-

, ior-thgt was accepting and less criti-
cal and also produced' greater studeht
achievement. Flanders (1963), Amidon
(1966), Furst (1965),Moskowitz (1966a,
1966b and 1967a), SimOn (1966) and
Lohman (1967) all found that teachers
trained in interaction analysis en-
gaged in teacher behaviors that could
be described as Indirect Influence and
were more accepting as well as more
conducive to student participation.
Flanders (1965), Amidon (1959) Nelson
(1964) , Schantz (1963) , La Shier (1965,
1967), Filson (1959), Amidon and
Giammateo (1965), Furst (1967) and
Soar (1966) also found that indirect
teaching produced greater student

-machievement. ?

Recently Devel ed Systems
of Classroom observation

V".r

Fuller Affective Interaction Records
(FAIR7.33)

Fuller's (1969) system of classroom
observation focused most directly upon
the social-emotional aspects of class-
room interaction, while utilizing di-
mensions developed in the social psy-
chological literature Concerned with
the structure of interpersonal inter-
action. There.are two major forms of
this classroom observation system--the
FAIR (Fuller Affective Interaction
Records) 33 and the FAIR 13.

The FAIR 33 is based on five interper-
sonal diMeAsions from which 14-teacher
categories and 14 student categories
are generated and includes five addi-

- tiOnal *categories unrelated to the
,,..diMens4.ons (for example: non-inter-.4
' .action and 'technical faildre). The

d''first dimeh dh used is Responsiveness
and inclu is behavior which occurs in
response to another'S actions as well
as initiation of a new action and un-
reSponsp.veness. Approval is a dimen-
sion which ranges from acceptive
through noncommittal and 'dpi

ow. .behavior. Inclusion ranges from an
invitation to respond through exclu-
sion of another. ,COntro/ includes
both behaviors which permit others
freedom of response and behaviors
which restrict others to all but a
few responses. Self-Other describes
actions which are directed towards the
self or towards others:-

FAIR 13

The FAIR 13'WaP adapted from Flanders'
system .(Amidon and_Flanders, 1963) by
adding- student categories. The teach-
er categories are: (1) F, accepts
feelings and/or recognizes original
ideas; (2) N, encourages or shows



warmth; (3),,I, a,cceptance.and use of
routine responses of students; (4).Q,
asking a question; (5) D, giving di-
rections.; '(6) L, lectl4res; and (7) C,

critizing or correcting. There is
also a category for teacher behavior
called Traveling, which refers to such
behaviors as the teacher saying "good,"
"OK," etc., and is not recorded.,

The student categories are: (1) V,
volunteered response; (2) E, enthusi-
astic orinterested response solicited
by the teacher; (3) R, routine re-
sponse elicited by the teacher; (4) W,
silent work; and (5) H, attention

lapse, hostile, defiant, cold, bored
or inattentive. There is also a tech-
nical category, K, which represents
periods in which there is no basis for
judgement.

All of these categories fit into the
dimensions of Activity, Responsiveness,
Approval, and Direct or Indirect teach-
er behavior. (Teacher responsiveness=
F+N+I+C; Student responsiveness=E+R+H;
Teacher approval =C; Student approval=E;
Student disapproval=H; Direct teacher
behavior=D+L+C; and Indirect teacher
behavior=F+N+I+Q.)

Rothfarb's System for Elementary
Foreign Language Classes ,

Flanders' system is easily adaptable
to specific types of classes and set-
tings. One of the most recent of ,such
adaptations was a classroom observation
instrument for foreign language in-
struction in elementary school classes
(Rothfarb, 1970). As in Flanders'
system, there are two basic divisions--
Teacher Talk and Student Talk. How-
ever, in Rothfarb's system each of
these divisions is further subdivided
into,Target Language and English.
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There are eight Teacher -Thlk cate-
gories: (1) Modeling (any aspect of
the foreign language that is modeled
by the teacher); (2) Giving Directiohs;.
(3) Asking Direct Questions; .0) Guid-
ing Structure Drills; (5) Rephrasing
Pupil Response (corrections and rein-
forcement in structure, vocabulary or
pronunciation); (6) Reacting to Pupil
Performance (praise or criticism);
(7) Lecturing; and (8)- Reading-Writing-
Spelling.

The five Student Talk categories are:
(1) Responding (student response to
teacher-initiated directions); (2) An-
swering Direct Questions; (3) Student
Initiating Talk (unexpected answers,
statements or questions not prompted,
by teacher); (4) Reading-Writing-
Spelling (and associated activities);
and (5) Silence or Confusion.

Evans' and Balzer's System ofInduc-
tive Categories

Another recently developed observation
systems that of Evans (1969a, 1969b)
and Balzer (1969). Their system fo-
cused on teacher behaviors, including
both verbal and nonverbal behavior,
and emphasized an inductive approach
to the development of teacher behavior
categories. Seven basic categories
were developed from observations of a
sample of biology teachers. The first
category was Management, defined as
the basic taski involved in operating
the biology classroom and consisting
of the subcategories of,Routine Manage-
ment,, Lakvotatory Management and Study
Managem t. The second category, Con-
trol, was concerned with order, formal-
ity, and structuring and limiting of
-student behaviors. Release was a
category describing permissiveness, in-
formality and student. freedom. Goal

43
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Setting included behaviors that were
specifically. focused on a statement of
purpose for individual or group tasks.
Content Development was the category
describing the aoquisitiod of subject
matter, subdivided into Teacher Cen-
tered and Student Centered. Affecti-
vity was concerned with teacher behav-
iors that bring out and encourage or
correct contributions to classroom
learning. This category is subdivided
into Positive Affectivity, or encour-
agement, and Negative Affectivity,
suchas corrective feedback. Finally
the category of Undecided includes

those behaviors which cannot be pulp
into the above categories.

Predominance of management and con-
tent development. Balzer (1967) ana-
lyzed video tapes of eight teachers
who were taped five different times
and made a second-by-second account
of their behaviors. He found a 44.29%
frequency for the Management category,
a 1.951 frequency for the Control cate-
gory, a 1.58% frequency for the Re-

,. lease category and a 0.81% frequency
for the Goal-Setting category. The
Content Development category haa

, 49.86% frequency, Affecti;Iity a 1.38%
frequency, and the Undecided category
was'of 0.09% frequency.

.

The work of Evans (1969a) and Balzer
(1969) is of value insofar as the
authors constructed a categorization
system without making numerous advance
decisions about what to look for or
necessarily excluding Many categories
of possible importance. It is inter-
esting to note that, despite their in-
ductive approach, only one social-
emotional category (Affectivity) was"
found appropriate. Further, this
category had only a 1.38% frequency.
This finding may help explain the
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fact that very f
i

. ,

w classroom observa-
tion systems inc ude a'well-developed
categorization of social,7emotional
forms of interpersonal interaction.

In other words, the lack of such forms
of categorization may be the result
of the Management and Content Devel-
(*lent emphasis in most classrooms.

Good and Brophy's! Dyadic Interaction
Systeql

Good and\Brophy 1970) developed a
olassioom obsery tion system that re-
cords 'each teach r-child' dyadic inter-
attion. Th'ey pointed out that class-
room observation systemehave tradi-
tionally used the entire class as the
unit of observation, rather than the
individual student. The resulting
data were consequently relevant to
curriculum specialists attempting to
note teacher-effectiveness but pro-
vided little information that would
help in understanding how the teacher
interacts with particular students.

Good and Brophy'cited a number of stud-
ies in support of the hypothesis that
children are treated diffgrentially by
teachers depending on their sex,
achievement level and social status
(Anderson, 1945; Ayers, 1909; Becker,
1952; Carter, 1952; Davis and, Dollard,
1940; DeGroat, 1949; Good, 1970;
Hadley, 1954; Hoehn, 1954; Horn, 1914;
J4tkson and Lahaderne, 1966; Lahaderne,
1967; Lippitt and Gold, 1959; Meyer
and Thompson,..1.1956; Spaulding, 1963;
and St. John, 1932).

Good and Brophy's (1970) system dif-
ers from other classroom observation""

systems in,that all separate, indivi-

dual student interactions are recorded
and analyzed, whil such classroom
activities as exp sitory lecturing, in



7

which the teacher addresses herself to
the'entire class are not coded. Re-
sponse Opportunities represents the
opportunities of student overt oral
responses. There are: (1) Direct
Questions in which a particular stu-
dent is questioned by the teacher;
(2) Open-Questions which the teacher
addresses to the class, expedting a
volunteer response; (3) Call-outs, or
spontaneous student responses; (4) Cho-
rus Questions which are answered by
student response in unison; (5) Disci-
pline Questions which are directed at
an inattentiv tudent; (6) Reading'
Turns; and Recitation Opportuni.-,
ties.

Level of Question represents teacher
demands for student responses. These
include: (1) Process Questions, or
academic questions which require
lengthy student' explanation; (2) Pro-
duct Questions which are factual in
mature and demand only brief responses,;

. (3) Choice Questions which present the
available choices either within the
question_ itself or in'associated vi-
sual materials; and (4) Self-Reference
Qeustions which are non-academic and
student-centered. Quality of the
Child's Response i6 represented by
four categories: (1) Correct Response,
(2) Incomplete or Partially Correct
Response, (3) Incorrect Response, and
(4) No Response.

Teacher's Feedback Reactions are rep-
resented by the following categories:
(1) Praise; (2) Criticism; (3) Product
Feedback--giving the correct answer,
(4) Process Feedback--teacher explana-
tion of theRrocesses which must be
gone throUin order to arrive at the

' correct answer; (5) Repetition of the
-Question; (6) Rephrasing the Question
or Giving Clue; (7) AskihgNew Ques -,

and (8) Complete Failure to Pro-
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vide Feedback. Work Related Contacts
are divided into two categories:
(1) Teacher Afforded, initiated by the
teacher, and (2) Child Created, ini-
tiated bY the studdnt. Behavior Eval-
uations includes tYle categories:
(1) Pfaise, (2) Warning, and (3) Cri-
ticism.

Procedural Contdcts is more or less a
residual catchall.) However,, most be-
haviofs which are 6lassified in this
category are rely to classroom pro-
cedures.

Dyadid interaction profiles as an aid
to teachers. Good and.Brophy dis-
cussed the ways in. which the classroom

and educational consultant could be
directly aided by the dyadic interac-
tion system data represented on pro-
files of teacher- student interaction
for each student in the class. Such
profiles make it possible to change
teacher behavior in an entirely posi-
tive and supportive manner. Generally,
the teacher will,have established a"
rappzit with some children such that
she will furnish clues and rephrasings
whenever these children cannot answer
a question and will reinforce correct
answers appropriately. When the teach-
er is shown how she has successfully
helped some children to learn, it can
then be suggested that she extend
these techniques to two or three other
children in the claSs,Who have not're-
ceived the same degree of encourage-
ment. In other words, there are no
negative demands or radical departures
from the teacher's usual repertoire of
responses. Instead, the teacher . must

merely extend what she.already knows.

GooN and Brophy pointed out that teach-
ers often "give up" father quickly on
certain students who don't answer
questions in order to avoid student

;.
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embarassment. In such a situation,
the educational consultant should
point out that the teacher is, in
fect, conditioning the student to de-
lay response to such a degree that-re-,
sponse demarglare no longer made.

student is condition-
ing the to cher in avoidance behavior.

Fattor Analyses of
Clas room Observation Systems

Emmer and Pack (1971) were concerned
With the pro em that few studies have
been made of el er intersystem or
intrasystem relarbnihips of teacher
behavior categories in classroom ob-
serCration systems. Ober, Wood and
Cunningham (1970) and Medley and Hill
(1968) have examined intersystem relal-

tionships and Ryans (1960) examined,
teaching dimensions, although he used
ratings as a data source rather than
the usual categories of classroom,ob-
s'ervation systems. Consequently,
Emmer and Peck made a factor analytic
investiga*n of four classroom obser-
vation systems chosen for their wide
range of classroom application and
their broad range of categories. Two
of these systems have,already been
mentioned in this review. These were
the FAIR (Fuller Affective Interaction
Records, Fuller, 1969), and the OSCAR
(Observation Schedule and Record, Med-
ley and Mitzel, 1958; Medley, Schluck
and Ames, 1968). The remaining two
systems were CASES (Coping Analysis
Schedule for Educati.Onal Settings,

Spaulding, 1966) and COS (Cognitive
Components System, Emmer and Albrecht,
1970).

\

Emmer' and Peck (1971) describe the
,sample and data collection procedures
as follows:
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t.

As part of another study of the ef-
fects of consultation with teachers,
138 lessons were 'video taped. These
were obtained in 28 fifth- and
eighth-grade cfassroomsrin six

-S-Chools--wi.42_all but gjze c s being
observed five timeg'.*Each

grade class was observed in matlia-----
matics, social studies-ard-iaence
lessons,. Eighth-grade classes in-
cluded approximately equal numbers
of mathematics, social studies, Eng-

. lish and science classes. Observa-
tions were made at five- to six-week
intervals Jr') each classroom and were
each one-half hour in length. All
codings of the observations were
made from video tapes...Data for

< each system from 138 obserliations
were summarized and intercorrelated.

Correlations among categories' within, 1.4.
systems were factored (Prindipa/
axis,,varimax rotation) to yield
intersystem dimensions. Variables
with fa&tor loadings greater than .3
(ignoring the sign) were used to de-
fine factors....

4'

(Emmer, 1971, pages 173)

Factor Analysis of FAIR 33

Nine factors were extracted from the
FAIR (Fuller Affective/ Interaction
Records) which accounted for approxi-
mately 70% of the \rariance. The first
factor was Students Present vs. Rou-
tine and accounted for 10% of the vari-
ance. This factor was defined by the
student categories Brings Out (.91).,
Encourages (.44) and Usual (-.84),"and
the teacher categories Initiates (.46)
and Corrects (.32). Student presenta-
.tion and encouragement are represented
by one end of this factor and the
other end represents routine student
responses.
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The, second: factor was Criticizing-

Resisting and accounted for 10% of the
variance. It was defined by the stu-
dent .categories of Resists (.74).,

Questions' (.54) and Usual (-.35), and
the teacher categories Criticizes-
(.66) , Corrects (.63) , Initiates
(-05),^and (M.'s (-.42). This factor

gnts passive-aggressive behavior
(teat) and teacher criticism.

The third factor was Teacher Responds
vs. Presents and accounted for 8% of
the variance. It.was defined by the
teacher categories Lecturesir(-.8),

Initiates (-.54), Corrects (.30),
OK.'s (.39), Delves (.38) and Ponders
(.44). The positive loadings on this
faptor represented teacher behaviors
which were responsive. High negative
loadings indicated that the teacher
was mainly concerned with her own pre-
sentation.

The fourth factor was Expansive vs.
Restrictive and accounted for 9% of
the total variance. It was defined by
the student categories Zeal (.39) and
How (-.33), and the teacher categories
Delves (.77), Confirms (.51) and Man-
ages (-.84). One end of this function
represents teacher behaviors that draw
the student .out. At the other end are
found restrictive behaviors.

The fifth factor was Clarifying (stu-
dents) and accounted for 8% of the var-
iance but was not stable factor. It
was defined by the8Student categories
OK.'s (.81), Su9gests,(.76) and How
(.61). This factor was related to
student behaviors concerned with sug-
gesting changes, acknowledging that
the teacher was correct, and 'asking
for specific answers or directionS.

,The sixth factor was Teacher Candor
and accounted for 6% of the variance.

45

It was defined by the student category
Zeal (.63) and the teacher categories

Owns Up (.78), Ponders (.34) and OK.'s
(-:43). This factor was related to
the teacher's admission of error, pq'fr-H
.dering a student response and student
enthusiasm. ./

The seventh factor was Supporting vs.
Seeking Information, which accounted
for 6% of the variance. It was de-:-

fined by the student cate ies En-
cOurages (-.43) and Explore (-.56),
and the teacher categories Nurtures
(.73) and Lectures (-.36). One end of
this factor represented such nurturing
behaviors as praise, approval and fo-
cused encouragement. Exploratory be-
havior on the students' part (infor-
mation seeking) lies'at the other end
of the factor. The negative student
loadings are indicative of the fact
that student exploratory behavior and
encouragement will occur less fre-
quently when there is manifest nurtur-
ing teacher behavior.

The eighth factor was ,Student- Initipt-

ed Discussion which accounted for 7%,.
of the variance but was not a stale
factor. It was defined by the, student
categories Generates (.76), Questions
(.45) , Explores (.34) and Zeal (-.35) ,

and the teacher categoryConfirms
(.55). This factor is related to the
classroom situation where ditcussion
occurs that is focUsed on student

. ideas but is not particularly enthusi-
astic.

The ninth factor was'Teacher Tangen
tial and accounted for 5% of the vari-

-wise but was also not a stable factor.
It was defined by the student category,
Encourages (.32) and the teacher cate-
gory Tangential (.86)._ related'relat
to the classroom situatiOn in which
the teacher's behavior is somewhat in-
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appropriate and receives mild support
from the students.

Factor Analysis of OSCAR

Eight factors were extracted from the:
OSCAR (Observation Schedule and Record,
Form 5) which accounted for 77% of the
variance.,The first factor was
Student-Idea Oriented vs. Teacher-Idea
Oriented and accounted for 12% of the
variance. It was defined by the cate-
gories of No Evaluation (.97), Pupil
Response (.90), Pupil Statement (.32)
and Informing (-.55). This factor is
representative of a dimension of ori-

. entation towards student ideas versus
content presentation emphasis.

The second factor was Convergent Eval-
uative vs. Divergent Teacher Behavic*
and accounted for 11% of the variance.
It was defined by the categories Re--
jecting (.78), Convergent Question
(.77), Approving (.34) , Elaborating 1
Question (.31) , Pupil Statement
and Divergent Question (-3.4). 'The
underlying dimension of this factor
4incacatad anemphasis on single "right"
answers versus more divefgent answers
in discussion.

The third factor was Problem Solving,
TeaCher Directed and accounted .for 10%
of the variance. It was defined by
the categories El.aborating 2 Questions
(.89), Problem Structuring (.72), Di-
vergent Questions (.34), Directing'
(-.41) and Pupil ,Questions (-.45).

r/ This factor was epresentative of a
r

t
dimension of teacher-initiated prob-
lems.

The fourth factor was Considering-
Supporting, which accounted for 9% of
the variance. It was defined by the
categories Supporting Statements (.89),

Considering Statements (.86), Conver-
gent Questions (.36) and Directing
(.30). This factor represented posi-
tive teacher affect and indicated that
such behavior is related to
directed activities.

The fifth factor,was Procedural Inter-
action vs. Discussion and accounted
for 9% of the variance. It was de-
fined by the categories Procedural,

Non-Subst&ntive, Teacher Question
Direc ing (.65)1, Pupil Non-

Substanti e tterance (.59), Problem
Structuring Statements (-.33), and
Pupil Statements (-.48). This-ffactor
was related to classroom behavior cen-
te!ed around extended discussion of
procedures between the class and
teacher.

The sixth factor was Dedisting and ac-
counted for 9% of the-variance. It
was.dgfined by the categories Desists
Statements'(.78), Pupil Questions
(.50), Pupil Non-Substantive Utter-
ances,(.44) and Rebuking Statements
(.40), This factor was related to
teacher requests for students to stop

,

some activity.

'The seventh factor was Lecture S . Re-

citation, which'accounted for 9% o
the variance. This factor was defined
by, the categories informing Statements
(.62), Elal3blating 1 Question (-.35),
Pupil.Statem nts ( -.54) and Approving
Statements (-.77) . One end of this
factor was representative of recita-
tion activities and the other end. of
teacher information-giving statements.

The eighth factor was Controlling,
which accounted for 8% of the vari-
ance. It was defined by the cate-
gories Reyking Statements (.81), Pro-
cedural Positive (.79) and Procedural
Non-Substantive Question (.33). This

4S
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factor loaded 'highly OIL both teacher
rebuking star ents and permission

tgiving. It(may occurin situations
where students are taking advantage of
the teacher or differential teacher

responses to different types4pf stu-
dents.

Factor Analysis of CASES

0.1
.

Three factors were extracted front the
CASES (Coping Analysis for Educational
Settings) which accounted for 6% of
the variance., The'first factor was
Attention vs. Routine Activity and ac-
counted for 30% of the variance. It
Was defined by'the categories Pays At-
tention (.86), Inappropriate Sharing,
Helping (-.64), Seeks Support, Infor-
mation (-.68) and Follows 'Directions'
(-.78). This factor seems to repre-
sent contrasting ways Of responding.
to two differing activities. One type
of teacher activity apparently br6ught
out behaviors which were attentive and
anotheetype of teacher activity
brought routine student responses.

The second factor wAs.Passive, Inac-0
Live Behavior which accounted for 19%
of the variance, but was not a stable
factor. It was defined by the cate-
gories Observes Passively (.77), Re-
sponds to Internal Stimuli (.75), In-
appropriate Sharing and Helping (.31)
and Follows Directions (7.40).,..-This
factor w laced to non-engaged stu-:.
dent behavior indicated a general
lack of involvement.

The third factor was Inappropriate vs.
Appropriate Social Behavior and ac-
counted for 15% of the total variance.
It was defined by the categories In-
appropriate Self-Directed Activity
(.79) and Appropriate Sharing and Help-
ing (-.71). This factor was represen-'

47 0')

tative of self-diActed acti ties
where,there was no special co cern for
the-social effect of onets,beh or.

Factor-Analysi of CCS

Eight faCtors were extracted from the
CCS (Cognitive Components System)
which, accounted for 75% of the trace.
However, five of the eight factors
were -hot stable. These five unstable
factors were: (1) Conceptual Behavior
(accounting for 13% of the variance);

-(2) Description vs. Inferential Behav-
ior (accounting for 11% of the vari- c
ance); (3) Association, Drill (account-
ing fbr 9%); (4) Description, Pupil to
Pupil_laccounting foi8%): and
(5) Higher Cognitive Level*udent Be-
havior jaccounting for 8% of the vari-
ance). The remaining three stable
'factors-were (1) Tedcher Presents (ac-
counting for 9% the variance) ;
(2) Explanation ( accounting for 11%);
and (3) Description Interchange: Stu-
dent Solicits- Teacher Responds (ac-
counting for 6% of the variance). Em-
men and Peck felt that the lack of
stability of the CCS was suggestive
that cognitive functioning was more
sensitive to the-classroom situation
than other'types of classroom inter-

.>action.

Emmer and Peck 'also examined the rela-
tionships among all four systems dis-
cussed above. First, scores were com-
puted for the factors Contained in
each separate system, then factor
scores were intercorrelated across
systems, and the resulting intercorre-
lations were factored.

Eleven factors were extracted that ac-
counted for 71% of the variance.. The
first factor was Probitm Solving,
Teacher DizOtted and. alecounted for 9'56

4
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of the Variance. It was defined by
-the following categories: Problem.
Solving, Teacher Directed: OSCAR. r'

(.79); Expansive vs. Restrictive:
FAIR (.64); Explanation: CCS. (.62)
and Attention vs. RoutinenActivity:'
CASES (.53). This factor'was related
to classroom problem- solving Sltua-

tions where the teacher solipits ex-
planations.

.

The second factor was Pupil-Pupil In-

teraction, whicbaccouq.ted for 9i of
the variance. Ir.yas defined by the
categories Studerid-Idea Oriented vs.

Teaother-IdeaOrlebted; OSCAR (.83)
Students Present vs. Routine: FAIR
(.81),,and Description,. Pupil to Pupil:
CCS (.82). This factor was related to
situations, where there were many pupil
to pupil ateractions and the teach-
erls role was probing and nonevalua-

. tive.

The third factor was Teacher Presenta-
tion vs. Recitation and accounted for
'8% of the variance. It was defined
.by the categories Lecttlre vs. Recitd-
tion: OSCAR (.79), Teacher Presents:
CCS (.72), and Teacher Responds vs.
Presents: FAIR (-.63). 'One end of
this factor represented lecturing by
the teacher and the other end, al-
though less clearly defined, repre-
sented recitation periods with the
teacher asking questions.

'
The fourth factor was Criticizing Be-
havior, which accounted for 8% of the
variance. It was defined by the cate-
gories Criticizing, Resisting vs. Rou-
tine: FAIR (.86) ; Desisting: OSCAR
(.84); and Attention vs. Routine Acti-
vity: CASES (-48). This factot-was
related to a combination of student
resistance and teacher criticism and
desist statements.

The fifth factor wasiiigher Cognitive

Level vs. Convergent-EValuative and
accounted for 6% of the variance. It
was defined by the categories Higher
Cognitive Level Student Behavior: CCS
(.70), Teacher Candor: FAIR (-.43)
and Convergent Evaluative Diver-
gent Teacher Behavior: OSCAR (-.64).
A high score on this factor would she
indicative of teacher 5 who emphasized
the usage of divergent questions and,
were-reSponded to with student explOra-
tions, inferenceSond conceptualiza-
tions. A low score would represent
teacher convergent questions, evalua-
tive statements and student behavior
at lower cognitive levels.

The sixth factor was Positive Affect,
which accounted for 6% of the variance.
It was defined by the categories Con-
sidering, Supporting: OSCAR (.80),
and Supporting vs. Seeking Information:
FAIR (.45). Thii faCtor represented
teacher behaviors which were support-
ive and associated with positive'af-
fect.

The gevfnth factor was Student Initiat-
ed Discussion vs. Procedural Interac-
tion and accounted for 6% of the vari-
ance. It was defined by tilt cate-
gories of Student Initiated Discussion:
FAIR (.84); Description Interchange,
Student Solicits-Teacher Responds:
CCS (.53); and Procedural Interaction
vs, Discussion: OSCAR (-.55) . One
end of this factor represented student

initiated discussion and the other end
represented procedural interaction.

The eighth factor was Descriptive Con-
vergent vs. Inferential Interchanges
and'accounted for 5% of the variance.
It was defined by the categories Des-
cription vs. Inference; CCS (.80),
larifying (Student) : FAIR (.64), and ,

to



Convergent Evaluative vs. Divergent
Teacher Behaitior: OSCAR (.42). One
end of this factor represented class-
room situations in which the teacher
asked convergent questions and re-
ceived tudent responses on the same
level. The other end of the factor
represented behaViors that were infer-

.

ential and divergent.

The ninth factor was Controlling,
which accounted for 5% of the variance.
It was defined by the categories Con-
trolling: OSCAR (.85) and Teacher
Candor: FAIR .(-.44). This factor was
similar to the eighth factor of OSCAR
which, as will be recalled, loaded
highly on both teacher rebuking state-
ments and permission *giving.

The tenth factor was Conceptual and ac-
counted for 5% of the variance. It
wasfiefined by the categories, Concep-
tual Behavior: CCS (.76) and Teacher
Tangential: FAIR (-.5). This factor
represented teacher solicitation and
student response at the conceptual

'level.

The eleventh factor was Associative

Behavior and accounted for 4% of the
'variance. It was definedby the cate-
gories Association, Drilr: CCS (.74)
:and Passive, Inactive Student Behavior:
CASES (.58). This factor represented
the classroom situation in which the
teacher solicits and the student re-
sponds at a rote level.

c

The Convergences of Six
Classroom_ObserVation System

on Two Basic DimenSions

49

for Behavior edited by Simon and Boyer
(1967 and 1970), which presents and
discusses 78' systems of interaction
analysis. These observation systems
vary in both design and purpose but
all are concerned with the problem of
categorization and recording of group
interaction. Forty-six of theSe ob-
servation systems include some form of
social-emotiohal categorization and
are appropriate to a general class-
room setting (as opposed to classrooms
with a very specific orientation, such
as langUage learning). Six of the 46
systems have been chosen for this re-
view on the basi$ of their representa-
tiveness and quality. These are in-
corporated in Table V.

<

Table V describes the six observation
systems in terms of two bipolar social-
psychologidal dimensions: Emotionally
Positive - Emotionally Negative and
Socially Active - Socially Passive
drawn from the interaction models
represented in Table V. These bi-
polarslimension8 are cross-referenced
with tour social-psychological dimen=
sions from the FAIR 33: Responsive-
ness, Approval, Inclusion and Control.
The two,bipolar dimensions in the rows.
of Table V represent the most parsi-
monious explanation found by this re-
viewer of the' interpersonal interac-

tion models developed in the social-
psychological liferAture. The columns
represent dimensions assumed to under-
lie the behaviors described by class-
room oriery d observation systems.

Table V exhausts the combinatory pos-
sibilities of overt, observable class-
room behaviors with twoqevels of
underlying social-psychological dimen-
siont-:--Each-item_from.a.given-bbter-

A basic source of information in the vation system has been included in all,
area of interpersonal interaction is the intersection points which seem to
the 14-volume series entitled Mirrors

. apply to an understanding of the dis-

51



T
a
b
l
e
 
V
.

C
o
n
v
e
r
g
e
n
c
e
s
 
o
f
 
C
l
a
s
s
r
o
o
m
 
I
n
t
e
r
a
c
t
i
o
n
 
D
i
m
e
n
s
i
o
n
s

F
l
a
n
d
e
r
s
 
(
F
S
I
A
 
-
 
F
l
a
n
d
e
r
s
'
 
S
y
s
t
e
m
 
o
f
 
I
n
t
e
r
a
c
t
i
o
n
 
A
n
a
l
y
s
i
'
s
)

-
R
e
s
p
o
n
s
i
v
e
n
e
s
s

A
p
p
r
o
v
a
l

I
n
c
l
u
s
i
o
n

(
I
n
i
t
i
a
t
e
s
-

(
A
p
p
r
o
v
e
s
-

(
I
n
v
i
t
e
s
-

R
e
s
p
o
n
d
s
)

D
i
s
a
p
p
r
o
v
e
s
)

E
x
c
l
u
d
e
s
)

C
o
n
t
r
o
l

W
o
r
k

U
n
c
l
a
s
s
i
f
i
e
d

(
P
e
r
m
i
t
t
i
n
g
-

R
e
s
t
r
i
c
t
i
n
g
)

.

'
E
m
o
t
i
o
n
a
l
l
y

A
c
c
e
p
t
s
 
f
e
e
l
i
n
g
s

E
n
c
o
u
r
a
g
e
s

E
n
c
o
u
r
a
g
e
s

P
o
s
i
t
i
v
e

A
c
c
e
p
t
s
 
i
d
e
a
s

E
n
d
o
u
r
a
g
e
s

E
m
o
t
i
o
n
a
l
l
y

N
e
g
a
t
i
v
e

.
4
 
'
-

0
1

S
o
c
i
a
l
l
y

t
\
5

A
c
t
i
v
e

(
D
i
r
e
c
t
i
v
e
)

S
o
c
i
a
l
l
y

P
a
s
s
i
v
e

(
R
e
s
p
o
n
s
i
v
e
)

r.

D
i
r
e
c
t
i
o
n
s

L
e
c
t
u
r
e
s

C
r
i
t
i
c
i
z
i
n
g

S
t
u
d
e
n
t
 
-
T
a
l
k
-

I
n
i
t
i
a
t
i
o
n

A
c
c
e
p
t
s
\
f
e
e
l
i
n
g
s

A
c
c
e
p
t
s
\
i
d
e
a
s

P
r
a
i
s
e
s
,
i

E
n
c
o
u
r
a
g
e
s

A
s
k
s
 
q
u
e
s
t
i
o
n
s

S
t
u
d
e
n
t
-
T
a
l
k
-

R
e
s
p
o
n
s
e

C
r
i
t
i
c
i
z
i
n
g

C
r
i
t
i
c
i
z
i
n
g

C
r
i
t
i
c
i
z
i
n
g

C
r
i
t
i
c
i
z
i
n
g

'
L
e
c
t
u
r
e
s

G
i
v
e
s

d
i
r
e
c
t
i
o
n
s

A
s
k
s

q
u
e
s
t
i
o
n
s

A
c
c
e
p
t
s

i
d
e
a
s

S
o
c
i
a
l
l
y
-

S
i
l
e
n
c
e

C
o
n
A
i
s
i
o
n

E
m
o
t
i
o
n
a
l
l
y

N
e
u
t
r
a
l



A

F
1
.
e
.
,
,
J
e
r
s
 
(
E
x
p
a
n
d
e
d
 
C
a
t
e
g
o
r
y
 
S
y
s
t
e
m
)

R
e
s
p
o
n
s
i
v
e
n
e
s
s

.
A
p
p
r
o
v
a
l

n
c
l
u
s
i
o
n

C
o
n
t
r
o
l

W
o
r
k

U
n
c
l
a
s
s
i
f
i
e
d

(
I
n
i
t
i
a
t
e
s
-

(
A
p
p
r
o
v
e
s
-

I
n
v
i
t
e
s
-

(
P
e
r
n
i
t
t
i
n
g
-

R
e
s
p
o
n
d
s
)

x
c
l
u
d
e
s
)

R
e
s
t
r
i
c
t
i
n
g
)

D
i
S
a
p
p
r
o
-
v
e
s
)

\
E
m
o
t
i
o
n
a
l
l
y

.
A
c
c
e
p
t
s
 
f
e
e
l
i
n
g

E
n
c
o
u
r
a
g
 
s

E
n
c
o
u
r
a
g
e
s

P
o
s
i
t
i
v
e

E
n
c
o
u
r
a
g
?
s

(
 
s
u
p
e
r
f
i
c
i
a
l
)
,

(
s
u
p
e
r
f
i
c
i
a
l
)

(
s
u
p
e
r
f
i
c
i
a
l
)

E
n
c
o
u
r
a
g
e
s

E
n
c
o
u
r
a
g
e
s

E
n
c
o
u
r
a
g
e
s

(
g
e
n
u
i
n
e
)

(
g
e
n
u
i
n
e
)

(
g
e
n
u
i
n
e
)

A
c
c
e
p
t
s
 
i
d
e
a
s

(
s
u
p
e
r
f
i
c
i
a
l
)

A
c
c
e
p
t
s
 
i
d
e
a
s

(
d
e
v
e
l
o
p
s
)

A
c
c
e
p
t
s
 
i
d
e
a
s

(
d
e
v
e
l
o
p
s
 
i
n

t
e
r
m
s
 
o
f
 
o
t
h
e
r

p
u
p
i
l
 
i
d
e
a
s
)

A
c
c
e
p
t
s
 
i
d
e
a
s
'

(
a
s
k
s
 
q
u
e
s
t
i
o
n
s
)

/
1

E
m
o
t
i
o
n
a
l
l
y

C
r
i
t
i
c
i
z
i
n
g

C
r
i
t
i
c
i
z
i
n
g

C
r
i
t
i
c
i
z
i
n
g

N
e
g
a
t
i
v
e

(
w
i
t
h
 
e
x
p
l
a
n
a
-

(
w
i
t
h
 
e
x
p
l
a
n
a
-

(
w
i
t
h
 
e
x
p
l
a
n
a
-

t
i
o
n
)

.
.
.
.

t
i
o
n
)

t
i
o
n
)

L
e
c
t
u
r
e
s

L
e
c
t
u
r
e
s

L
e
c
t
u
r
e
s

(
n
e
g
a
t
i
v
e
,

(
n
e
g
a
t
i
v
e
,

c
n
e
g
a
t
i
v
e
,

c
r
i
t
i
c
a
l

c
r
i
t
i
c
a
l
:

c
r
i
t
i
c
a
l

d
i
s
a
g
r
e
e
-

d
i
s
a
g
r
e
e
m
e
n
t
)

d
i
s
a
g
r
e
e
m
e
n
t
)

m
e
n
t
)

S
o
c
i
a
l
l
y

D
i
r
e
c
t
i
o
n
s

C
r
i
t
i
c
i
z
i
n
g

L
e
c
t
u
r
e
s

A
c
t
i
v
e

(
c
o
m
m
a
n
d
s
)

(
w
i
t
h
 
e
x
p
l
a
n
a
-

(
f
a
c
t
u
a
l
 
f
o
c
u
s
)
:

(
D
i
r
e
c
t
i
v
e
)

D
i
r
e
c
t
i
o
n
s

t
i
o
n
)

L
e
c
t
u
r
e
s

(
e
x
p
l
a
n
a
t
i
o
n
)

D
i
r
e
c
t
i
o
n
s
 
(
p
r
o
-

v
i
d
e
s
 
a
l
t
e
r
n
a
-

L
e
c
t
u
r
e
s

(
n
e
g
a
t
i
v
e
,

c
r
i
t
i
c
a
l

(
n
o
t
 
n
a
r
r
o
w
,

f
a
c
t
u
a
l
 
f
o
c
u
s
)

D
i
r
e
c
t
i
o
n
s

t
i
v
e
s
)

d
i
s
a
g
r
e
e
m
e
n
t
)

(
c
o
m
m
a
n
d
s
)

.

ir

C
T

I

4



F
l
a
n
d
e
r
s
 
(
E
x
p
a
n
d
e
d
 
C
a
t
e
g
o
r
y
 
S
y
s
t
e
m
)

c
o
n
t
i
n
u
e
d

R
e
s
p
o
n
s
i
v
e
n
e
s
s

(
I
n
i
t
i
a
t
e
s
-

R
e
s
p
o
n
d
s
)

A
p
p
r
o
v
a
l

(
A
p
p
r
o
v
e
s
-

D
i
s
a
p
p
r
o
v
e
s
)

'
I
n
c
l
a
i
o
n

(
I
n
v
i
t
e
s
-

E
x
c
l
u
d
e
s
)

C
o
n
t
r
o
l

(
P
e
t
m
i
t
t
i
n
g
-

R
e
s
t
r
i
c
t
i
n
g
)

/ 4
W
o
r
k

U
n
c
l
a
s
s
i
f
i
e
d

S
o
c
i
a
l
l
y

A
c
t
i
v
e

(
D
i
r
e
c
t
i
v
e
)

S
o
c
i
a
l
l
y

P
a
s
s
i
v
e

(
R
e
s
p
o
h
s
i
v
e
)

01
0

A

L
e
c
t
u
r
e
s

(
f
a
c
t
u
a
l
 
f
o
c
u
s
)

L
e
c
t
u
r
e
'
s

(
b
r
o
a
d
,
 
u
n
c
l
-
i
t
i
 
-
'

c
a
l
)

L
e
c
t
u
r
e
s

(
n
a
r
r
o
w
,
 
c
r
i
t
i
-

c
a
l
 
d
i
s
a
g
r
e
e
-

m
e
n
t
)

C
r
i
t
i
c
i
z
i
n
g

(
w
i
t
h
 
e
x
p
l
a
n
a
-

t
i
o
n
)

S
t
u
d
e
n
t
-
R
e
s
p
o
n
s
e
-

I
n
i
t
i
a
t
i
o
n

A
c
c
e
p
t
s
 
f
e
e
l
i
n
g

E
n
c
o
u
r
a
g
e
s

(
s
u
p
e
r
f
i
c
i
a
l
)
,

E
n
c
o
u
r
a
g
e
s

(
g
e
n
u
i
n
e
)

4
A
c
c
e
s
s
 
i
d
e
a
s

(
s
u
p
e
r
f
i
c
i
a
l
)

A
d
p
e
p
t
s
 
i
d
e
a
s

(
d
e
v
e
l
o
p
s
)

A
c
c
e
p
t
s
 
i
d
e
a
s

(
d
e
v
e
l
o
p
s
 
i
n
 
t
e
r
m
s

o
f
 
o
t
h
e
r
 
p
u
p
i
l

i
d
e
a
s
)

A
c
c
e
p
t
s
 
i
d
e
a
s

(
a
s
k
s
 
q
u
e
s
t
i
o
n
s
:

n
a
r
r
o
w
,
 
f
a
c
t
u
a
l
)

A
c
c
e
p
t
s
 
i
d
e
a
s

(
a
s
k
s
 
q
u
e
s
t
i
o
n
s
:

b
r
o
a
d
,
 
g
e
n
e
r
a
l
)

A
s
k
S
\
q
u
e
s
t
i
c
s

(
n
a
r
o
w
,
 
f
a
C
b
u
a
l
)
,

A
s
k
s

u
e
'
s
t
i
o
c
a

(
b
r
o
 
d
,
 
g
e
n
e
r
l
)

4.

r

P.

D
i
r
e
c
t
i
o
n
s

(
e
x
p
l
a
n
a
t
i
o
n
)

D
i
r
e
c
t
i
o
n
s
 
(
p
r
o
-

v
i
d
e
s
 
a
l
t
e
r
n
a
-

t
i
v
e
s
)

A
c
c
e
p
t
s
 
i
d
e
a
s

(
d
e
v
e
l
o
p
s
)

A
c
c
e
p
t
s
 
i
d
e
a
s

(
d
e
v
e
l
o
p
s
 
i
n

t
e
r
m
s
 
o
f
 
o
t
h
e
r

p
u
p
i
l
 
i
d
e
a
s
)

A
c
c
e
p
t
s
 
i
d
e
a
s

E
,
(
a
s
k
s
 
q
u
e
s
t
i
o
n
s
)

i
n
 
t
e
r
m
s
 
o
f

o
t
h
e
r
 
p
u
p
i
l

i
d
e
a
s
 
a
n
d
 
o
w
n

i
n
t
e
r
p
r
e
t
a
t
i
o
n
)

s
.



v

r

F
l
a
 
s
e
r
a
 
%
T
x
p
a
n
d
e
d
 
C
a
t
e
g
o
r
y
 
S
y
s
t
e
m
)

c
o
n
t
i
n
u
e
d

R
e
s
p
o
n
s
i
v
e
n
e
s
s

(
I
n
i
t
i
a
t
e
s
-

R
e
s
p
o
n
d
s
)

7 A
p
p
r
o
v
a
l

(
A
p
p
r
o
v
e
s
-

-
D
i
s
a
p
p
r
o
v
e
s
)

I
n
c
l
u
s
i
o
n

(
I
n
v
i
t
e
s
-

E
x
c
l
u
d
e
s
)

C
o
n
t
r
o
l

(
P
e
r
m
i
t
t
i
n
g
-

R
e
s
t
r
i
c
t
i
n
g
)

W
o
r
k

U
n
c
l
a
s
s
i
f
i
e
d
,

S
o
c
i
a
l
l
y
'

P
a
s
s
i
v
e

(
f
i
e
s
p
o
n
+
e
)
-

s
o
c
i
a
l
l
y
-

E
m
o
t
i
o
n
a
l
l
y

N
e
u
t
r
a
l

.
.

A
c
c
e
p
t
s
,
 
i
d
e
a
s

(
a
s
k
s
 
q
u
e
s
t
i
o
n
s

i
n
 
t
e
r
m
s
 
.
c
r
f
 
o
t
h
e
r

p
u
p
i
l
 
i
d
e
a
s
.
 
a
n
d

o
w
n
 
i
n
t
e
r
p
r
e
t
a
t
i
o
n
)

A
m
i
d
o
n
 
-
H
u
n
t
e
r
 
(
V
I
C
S
 
-
 
V
e
r
b
a
l
 
I
n
t
e
r
a
c
t
i
o
n
 
-
 
C
a
t
e
g
o
r
y
 
S
y
s
t
e
m
)

t
4

R
e
s
p
o
n
s
i
v
e
n
e
s
s

(
I
n
i
t
i
a
t
e
s
-

R
e
s
p
o
n
d
s
)

A
p
p
r
o
v
a
l

(
A
p
p
r
o
y
e
s
-

P
i
s
a
p
p
r
o
v
e
s
)

I
n
c
l
u
s
i
o
n

(
I
n
v
i
t
e
s
-

E
x
c
l
u
d
e
s
)

-
.
-

C
o
n
t
r
o
1
4

(
P
e
r
m
i
t
t
i
n
g
-

'
R
e
s
t
r
i
c
t
i
n
g
)

C
o
n
s
t
r
u
c
t
i
V
e
,

u
s
e
 
o
f
 
t
i
m
e
,

N
o
p
-
c
o
n
s
t
r
u
c
-

t
i
v
e
 
u
s
e
 
o
f

t
i
m
e

'
W
o
r
k

U
n
c
l
a
s
s
i
f
i
e
d

E
m
o
t
i
o
n
a
l
l
y

P
o
s
i
t
i
v
e

A
c
c
e
p
t
s

(
f
e
e
l
i
n
g
,
 
i
d
e
a
s
,

b
e
h
a
v
i
o
r
)

A
c
c
e
p
t
s

(
f
e
e
l
i
n
g
.
,
 
i
d
e
a
s
,

b
e
h
a
v
i
o
r
)

A
c
c
e
p
t
s

(
f
e
e
l
i
n
g
,
i
d
e
a
S
7
.

b
e
h
a
v
i
o
r
)

'

.
.
j

E
m
o
t
i
o
n
a
l
l
y

R
e
j
e
c
t
s

R
e
j
e
c
t
s

,
R
e
j
e
c
t
s

N
e
g
a
t
i
v
e

(
f
e
e
l
i
n
g
,

b
e
h
a
v
i
o
r
)
i
d
e
a
s
,

(
f
e
e
l
i
n
g
,
 
i
d
e
a
s
,

b
e
h
a
v
i
o
r
)

(
 
f
e
e
l
i
n
g
,

b
e
h
a
v
i
o
r
)
i
d
e
a
s
,

co
t



2A

tn
.

A

A
m
i
d
o
n
-
H
u
n
t
e
r
 
(
V
T
C
S
 
-
 
V
e
r
b
a
l
 
I
n
t
e
r
a
c
t
i
o
n

C
a
t
e
g
o
r
y
 
S
y
s
t
e
m
)
 
c
o
n
t
i
n
u
e
d

t

e
 
'

0

R
e
s
p
o
n
s
i
v
e
n
e
s
s

4
 
A
p
p
r
o
v
a
l

I
n
c
l
u
s
i
o
n

C
o
n
t
r
o
l

W
o
r
k

U
n
c
l
a
s
s
i
f
i
e
d

.

.
(
I
n
i
t
i
a
t
e
s
-

(
A
p
p
r
o
v
e
s
-

(
I
n
v
i
t
e
s
-

'
(
P
e
r
m
i
t
t
i
n
g
-

R
e
s
p
o
r
m
i
l
s
)

D
i
s
a
p
p
r
o
v
e
s
)

E
x
c
l
u
d
e
s
)

R
e
s
t
r
i
c
t
i
n
g
)

S
o
c
i
a
l
l
y

A
c
t
i
v
e

(
D
i
r
e
c
t
i
v
e
)

.

S
o
c
i
a
l
l
y

P
a
s
s
i
v
e

(
R
e
s
p
o
n
s
i
v
e
)

S
O
c
i
a
l
l
y
-
,

E
m
o
t
i
o
n
a
l
l
y

N
e
u
t
r
a
l

0

G
i
v
e
s
 
j
n
f
o
r
m
a
t
i
o
n

R
e
j
e
c
t
s

G
i
v
e
s
 
i
n
f
o
r
m
a
t
i
o
n

o
r
 
.
 
o
p
i
n
i
o
n

(
f
e
e
l
i
n
g
,
 
i
d
e
a
s
,

g
r
 
o
p
i
n
i
o
n

G
i
v
e
s
.
d
i
r
e
c
t
i
o
n
s

b
e
h
a
v
i
o
r
)

G
i
v
e
s
 
d
i
r
e
c
t
i
o
n

A
s
k
s
 
n
a
r
r
o
w

-
q
u
e
s
t
i
o
n
s

A
s
k
s
 
b
r
o
a
d

q
u
e
s
t
i
o
n
s
4
 
.

I
n
i
t
i
a
t
e
s
 
t
a
l
k

t
o
 
t
e
a
c
h
e
r
,
(
S
.
)

I
n
i
t
i
a
t
e
s
 
t
a
l
k
 
t
o

a
n
o
t
h
e
r
 
p
u
p
i
l

R
e
j
e
c
t
s
 
(
i
d
e
a
s
,

b
e
h
a
v
i
o
r
,
 
f
e
e
l
-

i
n
g
)

A
c
c
e
p
t
s
 
(
i
d
e
a
s
,

b
e
h
a
v
i
o
r
,
 
f
e
e
l
-

i
n
g
)

R
e
s
p
o
n
d
s
 
t
o

t
e
a
c
h
e
r
 
(
S
.
)

R
e
s
p
o
n
d
s
 
t
o

a
n
o
t
h
e
r
 
p
u
p
i
l

(
S
.
)

4

t
i

A
s
k
s
 
(
n
a
r
r
o
w

A
c
c
e
p
t
s
.

q
u
e
s
t
i
o
n
)

(
f
e
e
l
i
n
g
,
 
i
d
e
a
t
s
,

A
s
k
s
 
(
b
r
o
a
d

b
e
h
a
v
i
o
r
)
,

q
u
e
s
t
i
o
n
)

4

S
i
l
e
n
c
e

C
o
n
f
u
s
i
o
n



.1

.

A
m
i
d
o
n

-
 
M
o
d
i
f
i
e
d
 
C
a
t
e
g
o
r
y
 
S
y
s
t
e
m
)

R
e
s
p
o
n
s
i
v
e
n
g
s
s

(
I
n
i
t
i
a
t
e
s
 
-

R
e
s
p
o
n
d
s
)

A
p
p
r
o
v
a
l

(
A
p
p
r
o
v
e
S

D
i
s
a
p
p
r
o
v
e
s
)

se

I
n
c
l
u
s
i
o
n

.
 
(
I
n
v
i
t
e
s
-

E
x
c
l
u
d
e
s
)

I

C
o
n
t
r
o
l

(
P
e
r
m
i
t
t
i
n
g
-

R
e
s
t
r
i
c
t
i
n
g
)

W
o
r
k

U
n
c
l
a
s
s
i
f
i
e
d

E
m
o
t
i
o
n
a
l
l
y

P
b
s
i
t
i
v
e

E
m
d
t
i
o
n
a
l
l
y

N
e
g
a
t
i
v
e

S
o
c
i
a
l
:
1
f
,

A
c
t
i
v
e

(
D
i
r
e
c
t
i
v
e
)

r
.

L
e
c
t
u
r
e
s
 
-
"

G
i
v
e
s
 
d
i
r
e
c
t
i
o
n
s

C
r
i
t
i
c
i
z
e
s

C
r
i
t
i
c
i
z
e
s
 
?
p
u
b
l
i
c
.

c
r
i
t
e
r
i
a
)

C
r
i
t
i
c
i
z
e
s
 
(
p
r
i
-

v
a
t
e
 
c
r
i
t
e
r
i
a
)

P
u
p
i
l
 
I
n
i
t
i
a
t
i
o
n

(
d
e
s
c
r
i
p
t
i
o
n
,

i
n
f
e
r
e
n
c
e
,

g
e
n
e
i
a
l
i
z
a
t
i
o
n
)

R
e
e
l
i
n
g
s

P
r
a
i
s
e
s

R
r
a
i
s
e
s
 
(
p
u
b
l
i
c

c
r
i
t
e
r
i
a
)

.
B
r
a
i
s
e
s

(
p
r
i
.
-

v
a
t
e
 
c
r
i
t
e
r
i
a
)

A
c
c
e
p
t
s
 
i
d
e
a
s

(
t
h
r
o
u
g
h
:
 
d
e
s
-

c
r
i
p
t
i
o
n
,
 
i
n
-

f
e
r
e
n
c
e
,

g
e
n
e
r
a
l
i
z
a
t
i
o
n
)

C
r
i
t
i
c
i
z
e
s

C
r
i
t
i
c
i
z
e
s

;
C
r
i
t
e
r
i
a
)

C
r
i
t
i
c
i
z
e
s
.
(
p
r
i
-
 
.

r
a
t
e
 
c
r
i
t
e
r
i
a
)

o
f
i

,
,
P
r
a
i
s
e
s

P
r
a
i
s
e
s
 
(
p
u
b
l
i
c

c
r
i
t
e
r
i
a

`
P
r
a
i
s
e
s
 
(
p
r
i
-

v
a
t
e
 
c
r
i
t
e
r
i
a
)

C
r
i
t
i
c
i
z
e
s

(
p
u
b
l
i
c
 
C
r
i
t
i
c
i
z
e
s

c
r
i
t
e
r
i
a
)

o

e

C
4
i
t
i
c
i
z
e

C
r
i
t
i
c
i
z
e
s

c
r
i
t
e
r
i
a
)

4
C
r
i
t
i
c
i
z
e
s

v
a
t
e
 
c
r
i
t
e
r
i
a
)

P
r
a
i
s
e
s

P
r
a
i
s
e
s
 
(
p
u
b
l
i
c

c
r
i
t
e
r
i
a
)

P
r
a
i
s
e
s
 
(
p
r
i
-

v
a
t
e
 
c
r
i
t
e
r
i
a
)

C
r
i
t
i
c
i
z
e
s

C
r
i
t
i
c
i
z
e
s
 
(
p
u
b
l
i
c

c
r
i
t
e
r
i
a
)

C
r
i
t
 
&
c
i
z
e
s

(
p
r
i
-

o
v
a
t
e
 
c
r
i
t
e
r
i
a
)

L
e
c
t
u
r
e
s

G
i
v
e
s
 
d
i
r
e
c
t
i
o
n
s

-
-
-
-

.



A
m
i
d
o
n
 
(
M
C
S
 
-
 
M
o
d
i
f
i
e
d
 
C
a
t
e
g
o
r
y
 
S
y
s
t
e
m
)

C
o
n
t
i
n
u
e
d
.

R
e
s
p
o
n
s
i
v
e
n
e
s
s

(
I
n
i
t
i
a
t
e
s
-

R
e
s
p
o
n
d
s
)

A
p
p
r
o
v
a
l

(
A
p
p
r
o
v
e
s
 
-

D
i
s
a
p
p
r
o
v
e
s
)

I
n
c
l
u
s
i
o
n

,
(
I
n
v
i
t
e
s
-

E
x
c
l
u
d
e
s
)

s.

C
o
n
t
r
o
l
_

(
P
e
r
m
i
t
t
i
n
g
-

R
e
s
t
r
i
c
t
i
n
g
)

W
o
r
k

U
n
c
l
a
s
s
i
f
i
e
d

S
o
c
i
a
l
l
y

7
 
,
P
a
s
s
i
v
e

(
R
e
s
p
o
n
s
i
v
e
)
.

I

F
e
e
l
i
n
g
s

P
r
a
i
s
e
s

P
r
a
i
s
e
s
 
(
p
u
b
l
i
c

c
r
i
t
e
r
i
a
)

P
r
a
i
s
e
s
 
(
p
r
i
-

A
s
k
s
 
(
c
o
g
n
i
t
i
v
e

m
e
m
o
r
y
 
q
u
e
s
t
i
o
n
)

C
o
n
v
e
r
g
e
n
t
 
q
u
e
s
t
i
o
n

D
i
v
e
r
 
e
n
t
 
q
u
e
s
t
i
o
n

E
v
a
 
n
a
t
i
v
e
 
q
u
e
s
t
I
o
n

A
d
c
e
p
t
s
 
i
d
e
a

(
t
h
r
o
u
g
h
:
 
d
e
s
-

c
r
i
p
t
i
o
n
,
 
i
n
-

f
e
r
e
n
c
e
,

g
e
n
e
r
a
l
i
z
a
t
i
o
n
)
,

v
a
t
e
 
c
r
i
t
e
r
i
a
)
.

A
s
k
s
-
(
c
o
g
n
i
t
i
v
e

m
e
m
o
r
y
 
q
u
e
s
t
i
o
n
s
)

a
T
v
e
r
g
e
n
t
 
q
u
e
s
t
i
o
n

D
i
v
e
r
g
e
n
t
 
q
u
e
s
t
i
6
n

E
v
a
l
u
a
t
i
v
e
 
q
u
e
s
t
i
o
n
,

A
c
c
e
p
t
s
 
i
d
e
a
§

(
t
h
r
o
u
g
h
:
 
d
e
s
 
-

A
i

c
r
i
p
t
i
o
n
,

f
e
r
e
n
c
e
,
 
g
e
n
e
*
-

a
l
i
z
a
t
i
o
n
)

P
u
p
i
l
 
r
e
s
p
o
n
s
e

(
d
e
s
c
r
i
p
t
i
o
n
,

'
i
n
f
e
r
e
n
c
e
,
 
g
e
n
-

e
r
a
l
i
z
a
t
i
o
n
)

r

P
.

S
i
l
e
n
c
e

C
o
n
f
u
s
i
o
n

(J
r

v
a



F
A
I
R
 
1
3
 
(
F
u
l
l
e
r
 
A
f
f
e
c
t
i
v
e
I
n
t
e
r
e
C
t
i
o
n
 
R
e
c
o
r
d
s
)

'
R
e
s
p
o
n
s
i
v
e
n
e
s
s

A
p
p
r
o
v
a
l

I
n
c
l
u
s
i
o
n

(
i
n
i
t
i
a
t
e
s
-

(
A
p
p
r
o
v
e
s
-

(
I
n
v
i
t
e
s
 
-

.
-
-
P
e
s
p
O
n
d
s
)

D
i
s
a
p
p
r
o
v
e
s
)

u
d
e
s
)

E
m
o
t
i
o
n
a
l
l
y

A
c
c
e
p
t
s
 
f
e
e
l
i
n
g
s

P
o
s
i
t
i
v
e

A
c
c
e
p
t
s
 
i
d
e
a
s

E
n
c
o
u
r
a
g
e
s

E
n
t
h
u
s
i
a
s
t
i
c
 
(
S
.
)

E
m
o
t
i
o
n
a
l
l
y

C
r
i
t
i
c
i
z
i
n
g

N
e
g
a
t
i
v
e

H
o
s
t
i
l
e
 
'
(
S
.
)

S
o
c
i
a
l
l
y

D
i
r
e
c
t
i
o
n
s

A
c
t
i
v
e

L
e
c
t
u
r
e
s

(
D
i
r
e
c
t
i
v
e
)

C
r
i
t
i
c
i
z
i
n
g

H
o
s
t
i
l
e
 
(
S
.
)

V
o
l
u
n
t
e
e
r
s
 
(
S
.
)
/

C
o
n
t
r
o
l

W
o
r
k

U
n
c
l
a
s
s
i
f
i
e
d

(
P
e
r
M
i
t
t
i
n
g
-

R
e
s
t
r
i
c
t
i
n
g
)

E
n
c
o
u
r
a
g
e
s
.

C
r
i
t
i
c
i
z
i
n
g

E
n
c

e
s

C
r
i
t
i
c
i
z
i
n
g

C
r
i
t
i
c
i
z
i
n
g

L
e
c
t
u
r
e
s

G
i
v
e
s
 
d
i
r
e
c
t
i
o
n
s

S
o
c
i
a
l
l
y

A
c
c
e
p
t
s
 
f
e
e
l
i
n
g
s

.
.

A
s
k
s
 
q
u
e
s
t
i
o
n
s

A
c
c
e
p
t
s
 
,
i
d
e
a
s

P
a
s
s
i
v
e

A
c
c
e
p
t
s
 
i
d
e
a
s

(
R
e
s
p
o
n
s
i
v
e
)

E
n
c
o
u
r
a
g
e
s

E
n
t
h
u
s
i
a
s
t
i
c
 
(
S
.
)

'
R
o
u
t
i
n
e
 
r
e
s
p
o
n
s
e
 
(
S
.
)

A
s
k
s
 
q
u
e
s
t
i
o
n
s

S
o
c
i
a
l
l
y
-

S
i
l
e
n
t

T
r
a
v
e
l
i
n
g

E
m
o
t
i
o
n
a
l
l
y

w
o
r
k

(
"
g
o
o
d
"
 
&

N
p
u
t
r
a
l

"
o
h
"
 
-
 
h
o
t

r
a
t
e
d
)

T
e
c
h
.
 
c
a
t
.
 
(
K
)
:

(
i
.
e
.
,
 
t
e
c
h
.

f
a
i
l
u
r
e
)



F
A
I
R
 
3
3
 
(
F
u
l
l
e
r
 
A
f
f
e
c
t
i
v
e
 
I
n
t
e
r
a
c
t
i
o
n

'
'
t
i

R
e
s
p
o
n
s
i
v
e
n
e
s
s

(
I
4
i
t
i
a
t
e
s
=

R
e
s
p
o
n
d
s
)

e
c
o
r
d
s
)

A
p
p
r
o
v
a
l

p
p
p

(
A
p
p
r
o
v
e
s
 
-

D
i
s
a
p
p
r
o
V
 
s
)

I
n
c
l
u
s
i
o
n

(
I
n
v
i
t
e
s
-

E
x
c
l
u
d
e
s
)

C
o
n
t
r
o
l

(
P
e
z
m
i
 
t
i
n
g
-

R
e
s
t
r
 
c
t
i
n
g
)

W
o
r
k

U
n
c
l
a
s
s
i
f
i
e
d

E
m
o
t
i
o
n
a
l
l
y

P
o
s
i
t
i
v
e

E
m
o
t
i
o
n
a
l
l
y

N
e
g
a
t
i
v
e

S
o
c
i
a
l
l
y

A
c
t
i
v
e

(
D
i
r
e
c
t
i
v
e
)

V
a
l
u
e
s

Z
e
a
l
 
(
S
.
)

N
u
r
t
u
r
e
s

E
n
c
o
u
r
a
g
e
s
 
(
S
.
)

O
K
.
;
 
O
K
.
 
(
S
.
)

Y
e
a
;
 
R
e
j
o
i
c
e
s
 
(
S
.
)

0
1
.
.
,
-
;
;
C
4

-
"
P
p
h
a
e
r
s

Q
u
e
s
t
i
o
n
s
 
(
S
.
)

(
k
)
o
r
r
e
c
t
s

S
u
g
g
e
s
t
s
 
(
S
.
)

C
r
i
t
i
c
i
z
e
s

R
e
s
i
s
t
s
 
(
S
.

O
w
n
s
 
u
p
;

A
d
m
i
t
s
 
(
S
.
)

(
k
)
o
r
r
e
c
t
s

S
u
g
g
e
s
t
s
 
(
S
.
)

C
r
i
t
i
c
i
z
e
s

R
e
s
i
s
t
s
 
(
S
.
)

Y
e
a
;
 
R
e
j
o
i
c
e
s
 
(
S
.
)

I
n
i
t
i
a
t
e
s

G
e
n
e
r
a
t
e
s
 
(
S
.
)

M
a
n
a
g
e
s
;
 
L
e
c
t
u
r
e
s

B
r
i
n
g
s
 
o
u
t
 
(
S
.
)

V
a
l
u
e
s

Z
e
a
l
 
(
S
.
)

N
u
r
t
u
r
e
s

E
n
c
o
u
r
a
g
e
s
 
(
S
.
)

C
r
i
t
i
c
i
z
e
s

R
e
s
i
s
t
s
 
(
S
.
)

T
a
n
g
e
n
t
i
a
l

W
o
o
l
g
a
t
h
e
r
i
n
g

(
S
.
)

O
w
n
s
 
u
p

A
d
m
i
t
s
 
(
S
.
)

,
y
e
a
;
 
R
e
j
o
i
c
e
s
 
(
S
.
)

P
o
n
d
e
r
s

Q
u
e
s
t
i
o
n
s
.
 
(
S
.
)

(
k
)
o
r
r
e
c
t
s

S
u
g
g
e
s
t
s
 
(
S
.
)

I
n
i
t
i
a
t
e
s

G
e
n
e
r
a
t
e
s
 
(
S
.
)

M
a
n
a
g
e
s

Z
e
a
l
 
(
S
.
)

V
a
l
u
e
s

N
u
r
t
u
r
e
s
)

E
n
c
o
u
r
a
g
T
s
 
(
S
.
)

(
k
)
o
r
r
e
c
t
S

S
u
g
g
e
s
t
s
 
(
S
.
)

I
n
i
t
i
a
t
e
s

G
e
n
e
r
a
t
e
s
 
(
S
.
)

M
a
n
a
g
e
s



'
F
A
I
R
 
3
3
 
(
F
u
l
l
e
r
 
A
f
f
e
c
t
i
v
e

I
n
t
e
r
a
c
t
i
o
n
 
R
e
c
o
r
d
s
)

c
o
n
t
i
n
u
e
d
/

/
'

i
R
e
s
p
o
n
s
i
v
e
n
e
s
s

A
p
p
r
o
v
a
l

/
I
n
c
l
u
s
i
o
n

C
o
n
t
r
o
l

W
o
r
k

U
n
c
l
a
s
s
i
f
i
e
d

4
(
I
n
i
t
i
a
t
e
s
-

(
A
p
p
r
o
v
e
s
-
/

(
I
n
v
i
t
e
s
-

(
P
e
r
m
i
t
t
i
n
g
-

.
R
e
s
p
o
n
d
S
)

D
i
s
a
p
p
r
o

s
)

E
x
c
l
u
d
e
s
)

R
e
s
t
r
i
c
t
i
n
g
)

'
.

/
7
/

/
'

S
o
c
i
a
l
l
y

V
a
l
u
e
s
;
 
Z
e
a
l
 
(
S
.
)

P
a
s
s
i
v
e

,
N
u
r
t
u
r
e
s

(
R
e
s
p
o
n
s
i
v
e
)
.

E
n
c
o
u
r
a
g
e
s
 
I
S
O
,

O
K
.
;
 
O
K
.
 
(
S
.
)

'

D
e
l
v
e
s
C
E
X
p
l
o
r
e
s

(
S
.
)

C
o
n
f
i
r
m
s
;
 
U
s
u
a
l

(
S
.
)

P
o
n
d
e
r
s
;
 
Q
u
e
s
t
i
o
n
s

(
S
.
)

T
a
n
g
e
n
t
i
a
l

W
o
o
l
g
a
t
h
e
r
i
n
g
 
(
S
.
)

O
w
n
s
 
u
p
;
 
A
d
m
i
t
s

(
S
.
)

H
o
w
 
(
S
.
)

S
o
c
i
a
l
l
y
-

E
m
o
t
i
o
n
a
l
l
y

N
e
u
t
r
a
l

4

O
K
.
,
;
 
O
K
.
 
(
S
.
)

D
e
l
v
e
s

.
,
D
e
l
v
e
s
;
 
E
x
p
l
o
r
e
s

E
x
p
l
o
r
e
s
 
(
S
.
)

/
(
S
.
)

C
o
n
f
i
r
m
s

C
o
n
f
i
r
m
s
;
 
U
s
u
a
l
-
-

U
s
u
a
l
 
(
S
.
)

(
S
.
)
 
\

P
o
n
d
e
r
s

H
o
w
 
(
S
i
)

Q
u
e
s
t
i
o
n
s
 
(
S
.
)

\
H
o
w
 
(
S
.
)

ti

S
i
l
e
n
c
e

C
o
n
f
u
s
i
o
n



60

crete behavior.

The observation systems reviewed were:
Flanders' Syste4 of Inte-taction hndly-

sis-(FSIA). ,,FlaAders' Expanded Cate-

gory System, Amidon and Hunter's Ver-
bal Interaction Category System (VICS),
Amidon's Modified Category System
(MCS),Fuller's Affective Interaction
Records (FAIR) 13 ama FAIR 33.

A Criticism of
Interaction Analysis

Allon (1969) has made several' basic
criticisms of the existing systems of
classroom interaction analysis. In
order to justify a collective consider-
ation of these systems, the Structural
commonalities were: (1) it is assumed
possible to observe And analyze class-
room behavior as group processes;
(2) interpretations can be made from
behavior occurring at a given moment
and for agiven duration; (3) behavior
in a particular situation shares baSic

similarities, with behavior in a number
of differing situations; (4) what an
individual does within a group is
form of interpersonal interaction;
(5) interpersonal interaction can be
fit into patterns which will be con-
sistent given constant conditions; and
(6) the use of categorical definitiong
of the behavior under consideration
and classification of behaviors of
specific interest to the developer of
the observation instrument
Flanders' concern with direct and in-
direct teaching') are legitimate means
of structuring observation.

Allon's (1969) two basic criticisms of
classroom observation systems centered
around:

.-..the problems involved in defining

ti 4

r,

topographical) similar behaviors
into similar tegories and the in-
ability of the system to utilize the
behavioral res nse rates as.the
basic dependen measures.

(page 2)

Although Allon recognized that, per-
hapsi-these obser ation systems were
intended to be only descriptive of
existing_b4haviors and not as rigorous
experiMental investigation,, it is
still necessary to, use methods of
definition that provide the greatest
descriptive power. Wien similar behav-
iors are'grouped into a single cate-
gory it becomes impossible to deline-
ate the conditions which produce a
given behavior. The rate of a partic-
ular response also remains hidden from 4

the observer:

ProbleMsin DevelopinlirInteraction
Categories

Allon described two basic approaches
to the development of observation
systems: (1) grouping behaviors which
are topographically similar, and _

(2) grouping behaviors with similar
motivational sources. She found that
this distinction has been generally
ignored in existing systems or that it
has been masked by an assumption that
topographically similar behaviors have
the same motivational,factors.

Inpextending,her argument, Allon de-
fines motivation in terms of conse-
quences. She cites Goldiamond) Dyrud
arid Miller (1965) w4p describe. four
ways in which motivation can refer to

consequences:.

Indeed if we examine the concept of
the motivation of behavior, we find



that it refers to a consequence of
behavior in at least four different

ways, the variables which make a con-
sequence effective, the behaviors
which produce the consequence, the
consequence itself which maintains
the behavior, and the discriminative
stimuli in_ whOse presence behavior

(-has produced that consequence.

(Goldiamond, 1965, page 114)

Such consequential distindtions
made impossible when all observed e-

hiviors are forced into an a priori.
system of categories. Although cate-
gories are often redefined when be-
haviors do not conform to a pre-set
framework, there is never an attempt
to tentatively define conditions con-
tiguous to an observed behavior--a
rather strange omission since such a

process is supposedly one of the pur
poses of interaction analysis (Allon,
1969) .

The Problem of Measuring Response

It was further pointed out that-the--
rates of response of specific behav-
iors represent not only the' most reli-
able information in an expe men al
study but are a necessary p ece of in-
formation to have before one cdn iden-
tify the conditions that maintain the
response. It is only after these con-
ditions have been identified that one

# can modify them and concomitantly
change behavior.

__-

The rate of response can be used as a
dependent measure if it satisfies the
following restrictions: (1) it must
be simple, (2)--dt must be capable of
emission many tilt s, and (3) a high
frequency of occu renCe of this re-
sponse, must not pr duce fatigue. Un-

3
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fortunately, interaction analysis sys-
tems preclude the use of simple re-
sponse rates because their Categorit
zation is so broad that it becomes
impossible to isolate a single, speci-
fic behavior. 4

THE INFLUENCES ON
CLASSROOM BEHAVIOR

The Classroom
and the

Social-Psychological Literature

It relatively rare for researchers
:of, teacher-student behavior to turn to
-the social psychological literature on
the'structure,of interpersonal inter-
action. Bales (1950) is often cited,
probably-as a result of his associa-
tion with Flanders. However, theo-
rists who focus much more exclusively
on social-emotional variables--Leary
01957),,Scitutz (1958) , Foa :(1961), and
Lorr and McNair (1965)--are generally
ignored. In one sense it is prbbably

--true that Bales' system Is most rele-
vant to the classroom as it now exists
--namely 4s a task-oriented structure.

An influence from Flanders' (1960)
interaction analysis has been seen in
recent increases in indirect teaching
(more accepting and student centered)
(Flandeff, 1965; Amidon, 1966; Furst,
1965; Moskowitz, 1966a, 1966b; Simon, -,,

1966; and Lohman, 1967). Flanders did
not overlook the social-emotional di-
mensions in Bales' system and he has
been concerned with changing the
classroom so that social-emotional
variables will be there to observe.
Fuller (1969) has .extended Flanders'
observation system to. relate even more
directly to social-emotional variables
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and brini about greater personaliza-'
tion of both the classroom'-and the
teacher- training situation.

Teacher Personality,Assessment: Self-
Report vs. Projective Instruments

When attempts have been made to relate
teacher personality variables (as mea-,
sure& by a psycholbgical instrument)

to data derived from a classroom ob-
servation system, the results have
often been disappointing.:, Evans
(1968b) , using dfta coll'epted with his
observation system (discussed above),
,found only,a limited number of rela-
tionships to the teacher temperament
ratings on the Guilford-Zimmerman

Temperament Survey (1949).' So few
relationships resulted that these
could have-occurred by ciance alone,
and Evans pointed out that his lack of
any substantial finding was represen-
tative of a common trend (Ryans, 1966;
Bowers and Soar, 1961; and Travers,
et al., 1961).

While-personality questionnaires have
been considered to be limited in terms
of the information that they generate
and this limitation seems to outweigh
their o ective and econom al advan-
tages, pro tive instr nts have
been considered important (Loree, 1971)
In 1963, Getzels and Jackson reviewed
the literature on the use of psycholo-
gical projective techniques in teacher
personality analysis. Since that re-
view, experimental work With automated
assessment of projective test dat4 on
teacher personality has been reported
by Peck, Bown and Veldman (1964),
Veldman (1967) and Veldman, Menaker
and Williams 41967). A representative
example of a psychological projective
technique used in an educational set-
ting was a,1960 study using the Beck'

Sentence Completion, Form 2-B on a.

group of elementary education majors.
Peck (1960) noted that effective'mea-
sures of 'pers nality traits related to'
eaChing perfo ance were not avail-
le. Althoug specific claims have

made for s 1f-report measures
signed to measure such traits, there

is still an ever-present problem that
the responden0 may not reveal any-
thing approadhing a frank and accurate
self-appraisal.

A Projective Measur of Teaching,
Potential

Peck (1960) used 'the Pec

Completion, Form 2-
pie of 69 junio
elementary edu
protocols were
scale of Tea
rating was
teaching
prediction
fluence the
dents.

Sentence
a randoM sam-

senior female
majors. The test

ra d on a nine-point
ng Pp ential. This

ased.on both the "academic"
ility of the' subject and.a
f.the Way she would in-
mental health of he stu-'

Personal ty characteristics of pro-
spective teachers. Scale Point One
represented a pattern of severe per-
sonality disorganization as well as

. overt, extreme hostility. Four sub-
jects were rated at this point. Scale
Point Two represented some active men-
tal confusion and hostility, but both
characteristics were controlled.
Eight subjects were rated at this
point. Scale Point Three represented
active dissatisfaction with life (not
of a painful nature', but, rather, a

restless discoxtent) combined with a
passive tendency in' relationships with
others. Twelve subjects were rated at
this point. Scale Point Four also
represented restlessdissatisfaction

64



with life. However,.it was manifested
iirrather moderate unhappiness and an
unfocused desire for more meaning to
life. Personalities bn this scale:,

point could be deScribed as hdVing an
active-conscientiousness when they,are
giveri,9ome direction.. Fourteen sub-
jects were rated at this scale point.

Scale Point Five represented quiet,
responsible, efficientcon,fornity. It
'seemed tolea neutral point at which
-there was little active personal ini-
,tiative-but effective -role behavior.

There was-little'enthusiasm at this
scale point, but also little,unhappi-
negs or dissatisfaction. eight sub-
jects.were rated at this point:

*

Scale Point Six represented active and
independent purposeful behavior which
was not extremely well organized.
Much of the behavior at this point

&could be characterized as spontaneous
and unthinking. Four subjects were
rated at this point. Scale Pont-,
Seven represented the point at which"
a (relatively) clearly defined ego
structure emerged. There was a cop-
cern with life goals and signs of ac-
tiim-involvement. Individuals scoring
at this scale point would have been
placed higher except for the fact that
they either lacked interest in teach-
ing as an occupation or had moderate
personal problems which prevented com-
pletely optimal functioning. Five
subjects were rated at this point.
Scale Point. Eight represented clear-

sighted, purposeful, well=organized
and extremely sensible individuals who
used their energies_ effectively. They
dif ered from the highest scale point
in degree only. Nine subjects were
rate_ t this point. Scale Point Nine
describ d individuals who we highly
intelligent and made'outitanding use
of their intelligence. They had a

N
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long-range perspective, strong drive
and actively choSe teaching as aca-
reer. Five subjects were rated at
this scale point..7

Peck (-10) stated that only one-third
of this sample appedred to have traits
which would be suitable for teaching:

Twa'thirds range'froma quietly un-
inspired, somewhat rigidly conform-.
ist pattern 'point 5) through a ,

large grgup of aimlessly disconteAt-
ed girls (4 and 3),down to a group
of acutely unhappy,vconfused, ac-
tively Opsetiing girls who look
quite undesirable as teachers of
children (2 an&l) .

(Peck, 1960, page 173)

It is obvious from this study that
semi- projective techniques such as the
sentence completion test provide a

. multi-level interpretation of person-
ality that cannot be.obtaihed with
telf-report multiple-choice instru-
ments.

The Adjective Check List as a Measure
of Changes in Self-Concept with In-
creasing Pro fessionalization

A recent study (Ivanbpff, Layman and
von Singer, 197p) at Marquette Univer
sity relating changes in 'the Adjec-
tive Check List (Gough, Heilbrun, 1965)
to teacher behavior is representative .

of the fact that the more standard
forms of personality questignnaires.
are still given serious consideration
in the education literature. The
check list consists.gf 300 adjectives
and-has-24 scales, 15 of-which are
need scales developed by Heilbrun
(1958). These scales have been used
to successfully differentiate adaptive

6 5

1111111111
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from maladaptive college populations
(Tho esen, 1968).

Characteristics o student teachers,
undergra.duates and raduate students
Air education. The specific purpose
of this study was to test the differ-
ences in self-concepts among: (1) be-
ginning undergraduates in education
(107 females); (2) undergraduate stu-
dent teachers (74 females); and
(3) sgraduate students working in pro-
fessional educational settings (40
females). One major finding was un-
expected. The student teachers, even
though theydlad more day-to-day eon-

' tact with people than the other,,, two

groups, were the least "helpful' group.
A more expected finding was that the
graduate students were 'more serious
and responsive to their commitments
(self control):-.The 1 ity scale
indicated that ventionality and
routinization,increased fro-rom
undergraduate grcup to the 'graduate
groq. Also increaOng with the na---
ber of years in educational programs
were the need for achievement, endur:-
ance and ordq._,Concomitantly, the
need for change decreased.%

The undergraduates (first group) had
greater heterosexual needs, dethands
for emotAnal, support and succorance
and inclinations toward exhibitionism
than the other two groupS. Paradoxi-
cally, thay had lessedesire,'o'under-
stand their own or others' behavior
(intraception).

:

Although the,Ivanhoff et al. (1970)
study does incorporate some of the,

basi8 social-psychological work into
educational research; the authors do
not describe the training program to
which these education students were
exposed. If the program was minimal
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or average, then these findings would
be useful in establishing base -rates
for education-Student behaviefg in
typical training institutions. If -

the Program was highly experimental,
then changes in behavior as a function
of time could bexelated to the inno-
vations in the, training prdgram. More-
over, tfre area -of specialization' was
not specified for thRgroup,of gradu-
ate.students (thirdABup). Since
graduate students vary widely in ages
an in interestsspecializing in any-
thing froetexperimental psychology to
public school,administrationa more
precise description of this group
would,be,needed in order to generalize
from the experimental findings.

Aasurements of Self-Actualization
in a Teacher Training Program

t°

Mdalain (1970) reported a teacher
training program which utilized a vs'

n ar of different psychological
-theori.e7i-aird--4-nstruMents in their ef-

-forts at changing and easuring teach-
er bbhavior. The tra ing program ,
focused on helping rospective teach-
ers towards self ctualization.
actualization as defined in MaslowvS
terms as e icient and comfortable
percept. n Of reality, knowing onetelf,
self acceptance and consequent freedom
from defehses and:perceptual distor- ,

ions. .

The training prograM was organiied,:in
the form of ,a. class and inclUded read-,
ings on mental health and a major,em-,
phasis on individual S.tudents'
pretation of personal test.infoOatit>p
about themselves. The theoreti'C:al

basis for this training program was
'quite broad. 'Holiiney.,11942).pteised
the importahce of they, ossibili of
self-analysis for -individuals who

,10!0+4

.4



don't have the opportunity to work
with a therapist. Jourard (1963) has
stated that self-understanding is
based on self- disclosure. Further, a
number of researchers (Hills, 1965;
Holtromi 1966; Lister and Ohlsen, 1965;
and McClain, 1969) have shown that in-
formation derived from personal test
interpretation can aid in self under-
standing if the individual is free'to
react to such information.

The subjects in the training class
were 35 male an4y15 female senior or
first-year graduate students. The
class was, divided into five different
sections which met for two 75-minute
periods a week for ten weeks. The
readings chbsen for the course were:
The Transparent Self (Jourard, 1964),
Personal Adjustment_itlgurard, 1963),
Personality Motivation (Maslow, 1954),
and the four theoretical chapters of
'Perceiving, Behaving, Becoming (Asso-
ciation for Supervision and Curriculum
Development, 1962). There were ,no

lectures or discussion centered on'
these readings. Instead, cies§ time
was spent in test administration and
discussion.of the results.

The students were directed to engage
in activities concentrating on analy-
sis and synthesis of test data from
the standpoints of: (1) personality-
dynamics, (2) coping patterns, a
(3) assessment of personal adequ cy.
The assessment instruments used 9,3i

the self study were* (1) Self Dis-
closure Questionnaire (Jourard, 1964) ;
(2) Sixteen Persona/4y Factor Ques-
tionnaires (Cattell and Eber, 1957);
(3) Edwards Personal Preference Sche-
dule (Edwards, 1959); (4) FIRO-B
(Schutz, 1958); (5) Dogmatism Scale
(Rokeach, 1960); (6) a questionnaire
on peak experiences from Maslow's
writings (Maslow, 1962); and (7) eight
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atic Apperception Test pictures--
1, 2, 3 Bm, 4, 6 Bm, 6 Gf, 13 MF,

16 and 18 Gf (Murray, 1943).

The following instruments measuring-
self-actualization were given at the
beginning and end of the term and the
results were not' disclosed to the
students until the end of the quarter:
(1) Personal Orientation inventory
(Shostrom,' 1964, and 1966); (122 Sen-

tence Completion Blank (McKinney,
1967); (3) an adapted form of Index.of
Adjustment and Values (Bills, n.d.).
It was found that the scores on each
scale (with the exception of Time In-
competence on the Personal Orientation
Inventory) differed significantly from
beginning-to-end term assessments in
the direction of self actualization.
The scales used were: (1) Time In-..
competence, (2) Time Competence,
(3) Other Directed, (4) Inner Directed,

(5) Self-Actualization Values, -(6) Ex-
`tentiality, (7) Feeling Reactity-7.--
(8) Spontaneity, (9) Self-Respect,

(10) Self-Acceptance, (11) Nature of
Man Constructive, (12) Synergy,
(13) Acceptanceof Aggression, and
(14) Capacity for Intimacy. Also,
scores on the Sentence Completion ,

Blank changed significantly in the
direction of 'self-actualization as did
the score on-the Indek of Adjustment
and Values.

Gains in self-actualization. McClain
(1970) concluded that the students in
these classes did make steps towards
self-actualization. It was pointed
out that even th6ugh the instruments
used are somewhat imperfectmeasures
of change, they are widely used to
assess change in therapy. Generally,
if students can perceive t4enliselves
more accurately, it should be expected
that they will become more effective
human beings. There were a number of
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students who gave unsolicited reports
of how experiences in this class
helped them achieve greater self under-
standing and effectiveness.

The Rokeach DogmaOsm Scale as a Pre-
dictor'of Teacher-§t6dent Rapport

Stevenson (1970) used,one of the psy-
ichological measuring instruments that
was also used in the McClain study
(Rokeach Dogmatism Scale) examing the
relationship between that instrument's
assessment of authoritarianism and the

o Minnesota Teacher Attitude Invelptory
(MTAI) which predicts teacher-student
rapport. Ovei 600 teachers from 21
schools were randomly chosen from the
WhittA4 Union High School District in
Whittier, California and given a three-
part questionnaire (Rokeach Dogmatism'
:Scale, Minnesota Teacher Attitude In-
ventory and demographic data). Eighty-
three percent returned these. question-
naires.

It was found that subjects with'a ten- '
dency towards authoritarianism hadra.
score pattern of High Rokeach-Low MTAI.
In contrast,.those teachers who were*
closer to equalitarianism had scores
on the MTAI which indicattdugood
teacher-student raPPort. Undergradu-
ate Major, subject taught and electiVe
offices Held in teachers) professional
organizations were not good predictors
lof scores on the Rokeach and MTAI, but
viewpoint towards education' methodol-
ogy was a toed predictor. Stevenson
coriclowied that the fokeach'Scale

be use in personnel' selection as both
a predictor of authoritarianiSm and a
predictor'of teacher-student rapport.

Emotionally Positive and
Negative Interaction'

V

7

(Interpersonal Attraction)

Interpersonal' attraction is central,to
many forms of interpersonal interac-
tion and particularly to the dimen-
sions discussed in the first part of
this'review,, Thii, area, is related to,

Schutz' (1958) dimension Of Affection,
Leary's (1957) dimension ofIove-
Hostility, Foa's (1961) giving or tak-
ing away of love and Lorr and McNair's

(1965) affection category.\ The psy-
chological literature has focUsed on
attitudes,, appearances and the tela-
tionship between perceived similarity
of self, to others and degree of liking.'
The educational literature ha been
concerned largel with the Prob ems of
peer acceptance a d generating e otion-
ally positive attr ction between stu-
dents in the classroom.

Relationships Between Classroom Inter- .

personai Attraction, Ment4 Health and
Learnin7g

Schmuck, Luszki and Epp%rson (1963)
with the aid of principal investiga-
tors*Ronald Lippett and Robert Pox,
have attemptedto clarify the'rela-
tionship between classroom interper-
sonal interaction and mental health'
and academic learning. They organized
their study on the basis of three'over-
all propositions and eleven hypotheses
all of which were supported by the're-

.,

sults of sociometric rating scales and
sgntpride completion tests..

The first proposition Stated that
classrooms where affection or inter-
personal attraction was diffusely dis-
tributed throughout the class (i.e.,
,every student was most likeand least
liked by someone in the, class) produce
conditions more conducive to mental
health. It was found that a student ets
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will more readily sense that he is
disliked when the liking-disliking
distribution in classroom intefper-
sona1 interaction is centrally struc-
tured than when it is spread through-
out the classroom.' It was also fotind
that students in a diffusely struc-
tured group', where there were no in-
dividuals on the fringes of group ac-
ceptance (such as occur in a centrally
structured group), had higher self
evaluation. ,

The second proposition stated that
students who feel that they have not
obtained peer acceptance will have
less positive mental health than stu-
dents who feel that they haveachieved
peer acceptance. It was found that
students who co ectlyilegtimated.that,
they were not l' ed were "lower actual-
izers of academ c7 resources" than
students who correctly estimated that
they were liked. Two other related
findings were that student's who per-
ceived themselves as not being well=
'liked, Were lower actualizers and had ',,'

less self-esteem than students per-
ceiving themselves ast Well- liked.

The Oird,propoSiti6X-etaed that stu-
-dentgwhose own attitudes were differ-
ent from the attistudet which they be-
lieved others in. the classroom held
Would also view othereas. not valuing
them, and would be less pertohally ef4
leptive. 4

.
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with how they thought the teacher felt
about these behaviors had a low level
of actualization and strongly desired
that the teacher would change. Fur-
ther, if the student's attitudes did

not correspond with what he felt the
teacher's attitudes were, he was not
attracted to the class. ,Pinally, if
there was low attraction toward the
class an aicompanyingly low level of
actualization resulted.

Schmuck et al. (1963) concluded'that
teachers should focut considerable
attention on students' ability to get
emotional support from their class-
mates. he classroom teacher can help
by: (1) finding out which students
are attracted to each other; (2) iden-
tifying the students who are left out
of the range of peer acceptance;
(3) identifying the students who are
always chosen. first as most liked;

(4) determining whether there are stu-
dents who always receive re d from
tlip'teacher and other studen s who re-

ceive no reward; (5) gradually'rafsing
the status of low-status children by
placing them in roles with high status;
(6) working on the premise that stu,.
dents will treat each other very much
as the teacher treats the students;

and (7) maximizingostudghte6ccess and
minimizing student failure':

Chan'4Ingthd BOational AtMosph&e,of
tha-ClassioO#2:Thtp b Ilaying the-0 -
Ciasargoin S4tuation. ,:ImpoYtance-of`affeetto ,grid.. atti tpd

si;aiZarity in actuaLizi
t:,v'..ypoteyo14/tl./airfotindtpat a-40-

''dreht.Wii& feels t'ffaille:T400,40a1Ued;
Y, by hisieersAnd:i5Wtter has-a'po.4,i.,

'a5:1iustitient to salooreitiel&

zatj:on.4..of aaademic,potentialtu-
4ents whose feelings about "plapsroom-:*
relevant"- behaviors werenot congruent

, t 0

:4,t

!0;.4regarioUWay of bringing
out chati4ktn-eMotionally positive

'egati44classioom interaction;
varlfin .he actual classroom iitftation
has beep found to be quite effective.
Lott, Lott and Matthews (1969)demon-
s.trated that third-grade children- who
were assively watching a "partner" in

r
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a game would express greater attrac-
tion towards the other group members
when their own partner was winning in
the game. Not'anly was vicarious re-
ward in operation, but there was also
a positive feeling for everyone taking
part in the game when the partner won.

Subjects were drawn from 24 classes in
seven public 'schools and divided into
60 same-sex, six-person "groups. The
game used was Bingo, with the experi-
menter controlling the win-loss pat-
terns. After the game, subjects were
seated in such manner that they
Could see each other and then given a
"secret folder." They were asked to
rate each member in the group on a 15-
step rating scale of' interpersonal
attractiveness.

The theoretical basis for the Lott;
Lott and Matthews (1969) study was
essentially a Hull-Spence learning

theory framewor)44 although the latter
authors were of cited. Cited was
Doob's 1947 work with attitudes which
incOrporatedmilull's early 1940's work
(see Hull, 1941, and 1943). Also,

Kenneth'Spenre's'symbols were used
(see Spence, 1956). Doob (1947) de-
fined liking as a pokitive attitude
directed towardS'andkher person. An
attitude of this type may e further
defined as an implicit antedating or
anticipatory goal response (x9

g
).

If this r s is to be conditioned
, ,

'to a neutg ral.. peg rson stimulus, the per-
son must be present when .a,:arsv. re-

sponSe is' made and reinforced. This
hypothesis has been supported re-
lated studies with children (James and
Lott, 1964; Lott and Lott, 1960; and
Lott, Aponte, Lott and McGinley, 1969).

The theoretical basis fOr/the Lott,
Lott and Mat (1569) 'finding that
there was le s-interpersonal attrac-

G

al

tion toward neutral group members when
the players did not win was Amsel's
(1962) rf - sf mechanism which refers
to implicit frustration respetonss,from.
nonreinforcement. The rf -,(s-rbecomes
conditioned to previously neutral stim-
ulus persons, resulting in consequent
avoidance behavior.

Lott's research seems especially 4m-
portant- to classroom interaction 4n

that it offers a method by which the
less accepted members of a class
could achieve acceptince. It would
seem reasonable to hypothesize that
socially isolated students could b
included in small-group reinforcing
experiences within the class, result-
ing in increased interpersonal attrac-
tion between all reinforced group mem-
bers, even if one of the members had
previously been ignored by the other
pupils.

Changing the Emotional Atmosphere'of
the ClasskoOM.,Through HelpingIndivi-

.,

dual Children

In contrast to Lott et al.,- other in-

vestigators have placed the emphasis
on individual isolated children and
attempting to gain acceptance for them,'
apart from..the class. These investri
gators have ChaT teristically emp-
ted to reduce group neg eactions
directed towards individual Students.
Whereas investigators such as Lott
et al. manipulated.the positive and
negative attraction within a group as
a whole, Bonney (1971) investigated
the problem of bringing socially weak

.elementary schoofchildrenLinto a posit:
tion of peer acceptance. .It was point-
ed out that, although. edu dtors have
made many suggestions fo bringing
socially isolated Audennto the
group, these suggestionsihave general- '

/Th '

a

r..
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ly had little value in actually aid-
ing such children to achieve peer ac-
ceptance. The educators' suggestions'
have usually been based on the assump-
tions that if isolated children were
known they would be accepted and if
they could make contributions they
,would be appreciated..,

The subjects used for_the Bonney (1971)
study were elementary school students

,f.from the third through sixth grades.

;c
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, the teachers describing activities
which could aid in socialization., Forexample; it was suggested that an itso7.
lated student could be asked to delion7strata a particular skill- to the "class-T=4'H
conferences could be held with a
mother in order to aid a child in tak-
ing on more home responsibilities, a ,child could be asked to make a special
story 'presentation in class; and agirl with sex identification problems
could be placed in a mixed group.The-classes were from the North Texas ether activities were, used, also.StAte Univer5ity Laborator1 School, a

public SchoOrl in Denton, Texas and -a
'4", private school 5,n Dallas°, Texas.'

Varied results of attempts to help
socially isolated.W2ildren. The ewere no significant -differences, fo

H.V

One of the measurers taken was a -socio-,- any of the classes,' oil social stattis`. knetrii, test which asked "each Child to scdes taken at the bee/truying-,and endname the best leaders, choose pre- of each respective semester'. A few
,44,..*ferred associates and choose preferred in 'vi als were helped, but BonneyschoolaNtes, Ano.ther measuremenit`was _ . (119 felt this was primarily indi--t

an eighteen-item social' roles instru- cative of the fact that future stud-nient. Subjects were asked to name. . ies should concentrate on individuals,those of their peers who were "one of rather than use group dat'a exclusively.the beSt" .in .each of such items as
giving an iorar repO"rt or helping set- Bonney 'S 'findings are not isolated.tle-a group conflict. On the basiS of Mayer, Kranzler and Matthes (1967),, inthese measureS , 'a group of "isolated" their study of the effects bf studentstudents WA.--s 0.e cted from each of 12 'counseling on socviometric choice sta-clas se s . . -Dna? the four'-'14bopetory tul., out that 'research in this'aasses gave special correaVive.treatr:":.:,-.'.gener area has shown insignificantment to the "isolat,ed"..rgroups. The ---"" -improidiAnts from suchefforts..... . .i . ,.Denton am:1,041as g'reups mere esserf-,...:-.- - .Bonnerand -.Nicholson 958) also, foundtially:eolftrols. - '".-. , 4,. , 1.that.' pre. hoof experiences did not:" :31t.' t' result itteinpr9ved socialization in.:,-tTreatment was not given durin ,' etivmalit iarts.school., ........ ozi.., .., ..> ,,. ,i,,,,first semesterbutas--.given .ct ,,,I.: ,- ...:-. a'. .r7 - I.. ..,. -the spring, semester. Direct obsetya-; fifieY0 t197.1i'did find some studies .-tions. of helping activities for,the figah,advriStiatedZsmalcgains in so-- i-solated children were, recorded -f r a , 'O4,1.-..t.,4:1.4's lifor ot:p.),..." ,ren, given sometotal of .six hours a week '-fq,,a?.t,if: ''_- .t:#11.;-#socigl,p4so 1 treatment-..i..... .;cl,Assrooms coiqb,ined., Teacher , toiffer.3:, , .,,(41 t a . rt., -19,fdkli; ,-.133)".4on and lioffIcian,,k :enceewete also nerd two Or..,,,., ki f,..; .kt465,Vg- er1nAult,:$9 ;C.4=,',;).times a week ar4 helping activ Wes ''':.:, -:.', Dineen oarri:,-zi1.8$'6; -iarAs.)-. i.968imentIoned in thSe/confer,enws w*" "Flenderstiana tia,tft.m4,4, 195D; and 'I..,.

4.

recorded. : ''
..71. , Krantler , ni:11401..,;-- psam=---r. ancVunger ,

, ,,.
. , e

, \,'. "f.966). --.A o;v4 1.6r, , is Bongei pc;inted out , 4. >:';. ,Foue news letters, './ere, distriptited,vtp
, the sample 'Sizes4,''Nere sniall,, the gains,, ,, ,

4 n' ...je
1S. 41 r '

,4444,

, .

4. rvi: t t
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were not obtained in typical class-
rooms under special conditions,
and no fol ow-up studies were made to .,

indicate w ether'the gains were last-
ing. Alsf( variables other than those
being man ulated complicated the re-
sults of mast of the studies.

I

Bonney ncluded:

e findings of this research, and I

the resu f other studies re-
viewed above, stronglg suggest that
mubh f the adv4ge given teachers on
how t help socia/ly ma/adjusted ,

pupils is naive and based.on some
fallaci s assmptions. The'chaef

s:":4T1lacy, in ved is the assumption'
that a sciciad child's-Contri-

t bution'will be,okjectiv6ly evaluated
-on,its merits. Nt.

,
's/

-

J` (Bonney, 1911, page 33)

.
.

.1 . -.
'

Theipieticafpra.lem4in helping social-
/1y isolated children. Bonney dis-
cusses a dumber of different reasons,
from several theoretical viewpoints,
as to' why the 'advice liven teachers

concerning eocially,maladjusted 'chil-
dren is fallacious. From-the area of
sociometrics it is known that.the.
attitudes of high prestige members of
a class are an important factor in .

determining how any other member will
be received by the group. Also, an
evaluation of an individual's "ability
performance" wiAtAdepend upon how he
is regarded as a'person. Social psy-

' chology studies have showlit,that in-

creased contact between members of a
group'resu increases in both
positive an. n\tive feelings.
Gestalt psycholo illustrates the

Apimportance of an i dividual's cOntri-
'F bution- iyure) pei g appras6d with
,--respect t the cont butionf others

(ground). The psychology -of percep-Nt

'tion would emphasize how the 15ercepr \Ir
tion of an individual's performance is
largely determined by performance ex-
pectations.

Another corfsideration is the fact that
the isolated child's. teIf-concept is -

likely to be negative and an inter-
ferencein any efforts of the iild
toresent himgelf more favorably.
Further, in the sample studies,*many
of the isolated children had personal -

itproblems that would have been ex-
trepelVdifficult to-alter witihopt
ao6i-range, individual attention.

F,

OtLfects of Interpersbnal Attraction on
Assessments of Student Teachers

Even in the training process of people
who will face the classroom, the very
measurement of the end-product-of
teacher training is subject to the
dynamics of emotionally positive and
negative interpersonal attraction-.
Nelson and Hutcherson (1970) explored
the,relatio ips of Sc utz' (1958)'

FIRO Compatib lity,scor e among stu-
dent teachers, supervising teachers,
and university supervisors to student-,
teaching grades. Nelson and Hutcher-
son defined compatibility in Schutz'
terms as,

...a property- of a relation between
twp or more persons, between an in-
dividual and a role, or between an
individual and a task situation,
that leads to a mutual satisfaction
of interpersonal needs and harmoni-
ous coexistence:

(Nelson and Hutchexson,

1970, page 451)

The FIRO Compatibility score does not



necessarillbinclude liking but is re-
lated to such things as working well
together in task-oriented situations
such as the student- teacher training
situation.

Nelson and Hutcherson measured com-
patibility with FIRO-B which was dis-
cussed earlier in this review in con-
junction With Schutz' theory. The re-
sulting scores were used to derive two
types of compatibility by ranking:
The first type was Interchange Compat-
ibility and was a measure of the si-
milarity of interaction prefeences of
two people; the second type.was Orig-
inator Compati lity which measures
interpersonal co lementarity and can
be viewed as continuum ranging from an
exclusive preference for originating
to an exclusive preference for receiv-
ing.

Three different combinations of inter-
personal dyads were examined: (1) stu-
dent teacher-university supervisor,
C2) student teacher-supervising teach-
er, and (3) university supervisor-.
supervising teacher. The tipper and
lower 2Z% (most and least compatible)
of the group measured were then select-
ed. for inclusion in the study of the

relationship of compatibi014 y to
grades.

The first finding was that the gra'
.

a student teacher received was related
to whether or not, the !university super-
visor and the supe vising teacher Were
compatible. A second finding was that
the student teaching grade was also re-
lated to the student teacher and uni-
versity supervisor's similarity of
interaction preferenCei in the areas of
participation, prominelnce, attention,
belonging and commitment. A third
finding was that the grade in the
student-teaching problems seminar was
related to student teacher and

11

university supervisor compatibility.

Similar- Dissimilar Attitudes and Inter-
personal Attraction

When one turns to more basic research
in the social-psychological literature
concerned with interpersonal attrac-
tion, most of the better studies are

usually related,in some way to atti-
tudes. Newcomb (1943), made a study
of friendship groupings at Bennington
College and found that they were r5:
lated to similar social attitudes.
However, the relationship was much
clearer for liberal students than for
conservative students. It seemed that
social attitudes were not as important
in choosing friends as far as the -con-
servative students in this study were
concerned. Another interesting find-
ing in thiS study was that all groups
showed a markedly consistent tendency
to assume that their attitudeswould
correspond to, those of the majority'of
their classmates. Since the attitudes
measured in the Benningtonstudy were
largely of a progregsive social and
economic nature, which was supposedly
the general,trend of thought for the
Bennington student body, they cannot
be generalized-to conservative and
liberal groups at other campuses with-
out further information,.

Effects of attitude similarity on
attraction to a "stranger." Byrne
(1961), using 36 male and 28 female
students in an introductory psychology
class at The University of Texas,
found that a stranger who is presented
as having similar attitudes will be
liked more than a stranger with dis-
similar attitudes. The students
filled,out a questionnaire survey of,
attitudes on various issues which var-
ied in importance. They were later
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given a bogus survey of the attitudes
of a mythical stranger and asked to
evaluate him.. Not only did the stu-
dents like thesmythical stranger with
similar attitudes more, bipt they also
preferred more to work with him as a
partner in an experiment" thought he
Was more intelligent, thought he had
a better knowledge of current events,
rated him, as more moral, and rated
him'as better adjusted than a stranger
with disSimilar attitudes.

objects were as important as a shared
attitude about a group member in ac-
counting for variance of all group
members in regard to the degree of
attraction among pairs,, This might
have resulted from the proximity fac'--
tor\in that the living group came to
kndw each other's-attitudes so well
that a single attitude could not as-
sume a crucial role in determining
personal attraction.

',

-Liking andtattitude projection. Smith
Relevance of shared attitudes abotit4 (19571- adMinistered the Allport Vernon
others. *In an extensive study, New- Scale of Values to a sample of 28 soph-
comb (1956) -found that simil r char-
acteristics between individuals will
make them more attracted toseach other

--- if the characteristics that they have
..._iri,pommon are visible and are of some

relevance or value to the individuals-
observing. A student house was rented

-'and 17 males- -all" stranger to each
oIhe*r.--were Selected'to live: in it

free of rent in return for taking part
in experiments for four or five hours
each week. Among the factors which
were found to be related to interper-
sonal attraction in this group were
"frequency of interaction from the
perception of reciprocal attraction,
from certain combinations of personal-
ity characteristics, and from attitu-
dinal agreement" (Newcomb, 1956, page
586).

,omores and juniors drawn fromst,courS
in personality. Each student was then,
given two partially completed test
booklets prepared from his booklet.
One of the dummy booklets was similar
to the original booklet; one dissimi-
lar. The' students were-then asked to
fill in the remaining blanks in the
booklets in the same manner in which
they thought the mythical strangers

. would have completed the booklets, and
to indicate which of the mythical
strangers, they preferred as work or
leisure time associates. It was found
that the more an individual saw him-
self as resembling,another individual,
the more he liked him, and that the
more an individual 'ended to project
his own values upon nother individual,
the more he liked hi

Concerning attitudes, it was found Byrne and Baylock (1963) supported
that greater similarity between any Newcomb's 1943 finding that indivi-

, two members in assigning liking scores duals assumed their attitudes to be
to any of the other members was" re- much more like those of others in
-dated to a greater degree of liking their group than was actually the case.
each other, Newcomb also found that The Left Opinionation Scale and Right
interpersonal attraction increased Opinionation Scale (political in na-
with the sharing of similar attitudes J- ture) and the Dogmatism Scale (con-
about important and relevant objects. sisting of attitudes about other peo-
A`wide range of attitudes was sampled. ple, religidn, self and politics) de-
However, no single attitudes about veloped`by.Rokeach (1960) were



administered to a sample of 36 married
,.couples. The subjects filled out the
&Urveys independehtly and then filled
out the same surveys as they thought
their spouses would fill them out.
Byrne found that all the spouses as-
sumed a greater similarity of'attitude
than was the actual case; a statisti.:-

cally significant relationship (a1.7
though a moderate one) was also found
between the spouses' scores. This
presumably illustrates again the rela-
tionship between similarity of atti-
tudes and interpersonal attraction to
an individual.

Prejudice vs. attitude similarity. In
a related study Byrne and McGraw (1964)
found that high prejudiced whites re-
sponded favorably to Negroes repre-
sented to them on bogus surveys as
having completely similar attitudes.
However, any deviation from complete
agreement caused the high prejudiced
white& to react negatively towards
the Negroes. There-was a direct
linear relationship between. similarity
;of. attitudes and liking of, Negroes-on
the part of the,low prejudiced white
group. This suggests that, when using
a scale of this type, one would get
the strongest effect by directly
matching attitudes of experimental
subjects with the bogus form.

Similar-Dissimilar Attitudes as Posi-
tive and Negative Reinforcements

Galightly and Byrne (1964) found that
attitude statements could be used as
both positive and negative reinforce-

in a learning task when similar
and dissimilar attitudes, respectively
were employed. Statements of atti-
tudes which were similar to those of
the subject were .given each time a
subject made a correct response and

.
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dissimilar attitude statements were
given when an incorrect response was'
made on a simple descrimination task.

_This procedure significantly changed
response probability.

Byrne and Nelson (1965) and Byrne
(1969) have since developed a rein-
forcement model of interpersonal at-
traction. The principle of this model
is that attraction towards a person is
a positive linear function of the a=
mount of reinforcement in relation to
nonreinforcement received from the
perSon. Byrne (1969) states that the
use of the concept of reinforcement

places the attraction area in the
realm of learning theory.

Physical Appearance and Interpersonal
Attraction

Byrne, Ervin and- Lamberth (1970) also
found that other variables in addition
to attitude similarity affect inter-
personal attraction.. A computer dat-
ing study was used to test the general-
izability of Byrne's interpersonal at-
traction research. He used 44 male-
female pairs who were selected from

420 undergraduates on the basis of
maximal an minimal similarity of atti-
tudes measured on a 50-item question-
naire. The couples were introduced
given different reasons for their
matching and asked to spend 30 minutes.
with each other on a "coke date." The
"coke date" watt followed by an assess-
ment by an experimenter on a series of
measures.

Physical attractiveness, as well as
attitude similarity, were found to be
significantly related to interpersonal
attraction, to the physical proximity
cpf the "couple" duringthe interview,
memory of the dates' names at the end

7 5
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of the semester, frequency of conver-
sations after meeting and desire to
date each other in the future. Physi-
cal attractiveness alone Was related
to the desirability of the "coke date"
as both a future date and a spouse.

There is also some indication that
there has been recent concern in the
education literature with the role of
appearance. A recent poll (reported
by Harding, 1969) of 500 NEA members
drawn at-random from the files of the
Association Records Division on the
subject of teachers' appearance in
school supports the idea that class-
room teachers place some value on ap-
pearance.

Over 28% of the teachers polled re-
sponded to the following questionnaire:

As a teacher, do you believe that
yoU have a responsibility to set an
example for your students in matters
of dress and grooming? Must teach-
ers at your school meet arbitrary
standards of dress and grooming?

If so, who sets the standards? The
School board? The administration?
A teacher group? The "Mrs. Grundys"
in the community? t'.

/72 your opinion, do such standards
infringe upon your rights as ah
individual and a teacher?

(Hvding, 1969, page 46)

The majority of the teachers who re-
sponded felt that they had a responsi-
bility to set an example for their
students in dress and grooming. Notes
attached to the questionnaire empha-

sized the suitability of dress for
both the individual and the occasion.
The remaining three questions relating

to arbitrarily imposed dress standards
'revealed that few school systems had
such standards and that few teachers
found them an infringement on their
rights; even though they may have
been reg'arded as unnecessary..

Of course, the fact that only 28% of
the teachers responded to the poll may
well have had some influence on the
direction of these results. Fiirther,
the following teacher quote (taken
from the same review, but not from the
polled sample) may reflect something
more than a solitary dissenting voice:

Any teacher with his head on straight
knows that it is precisely because
school boards and administrations get
away with petty tyranny that they are.
able to get away with mhjor tyranny,
like violating academic freedom.

(Harding, 1969, page 46)

Recently, Wiener (1970) has presented
a more serious challenge to the
strength of similar-dissimilar atti-
tudes in determining interpersonal at-
traction. He hypothesized that some
of the individual variance in attrac-
tion.to strangers who hold similar at-
titudes may be accounted for by per-
sonality variables. It was found that
attractiop scores were significantly
correlated with the Dominance-Submis-
sion measure on the Leary Interper-
sonal Checklist.

Socially Active and
Passive Interaction

(Cooperative and
Competitive Behavior)

Theoretidal models for cooperative-
passive and competitive-actiVe
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interpersonal interaction are offered
by Leary's (1957) Cooperative-Over-
conventional, Competitive-Narcisstic
dimensions, Schutz' (1958) dimension6
of Inclusion, Foa's (1964) Social
Acceptance of Other, and Lorr's and
McNair's (1965) AgreeablenesS and
Dominance. For example Gotts, Adams
and Phillips (1968-1969) have used
the Leary and Coffey circumplex model
stressing its active-passive,dimen-
sions in conjunction with a study of
overt student classroom behavior.

A Model for Categorizing. Students'

!"
Active-Passive Behaviors in the Class-
room

Gotts et al., recognized the need for
objective and reliable approaches to
the study of overt student behavior
as opposed to observations limited to
verbal behavior. Further, there was
a need for a method of organizing and
interpreting, teacher observations
since these data have-the advantage of
being'uncontaminated by the effects
that result from the presence of an
outside observer. Gotts et al.,,also
pointed out that such a method'would
represent a savings in expense and
professional skill, while' minimizing
classroom disruption and invasion of
teacher privacy. .

The author's selected 72 discrete behav-
iors related to anxiety and school per-
formance from the psychological lit-
erature and prepared booklets in
which each page contained a single
word or phrase describing one of these
behaviors. Teachers were then as
to read the booklets.and write o
each page the names of one or two
students who seemedIp typify the be-
havior describe trere.

15

Experienced judges rated the 72 dis-
crete behavior statements on a seven-
point scale with respect to their pro -

.per pla'es on the Leary-Coffey dimen-
sions. Exact definitions were pre-
pared for each scale position and rat-
ings were made with the knowledge that
the data was at Leary's Level 1 (ob-
servational). Statements that were
most dissimilar to the Leary-Coffey
categories were rated,as four. A
rating of three or five indicated that
the behavior fit into the range of in-
tensity defined as "adaptive," or nor-
mal, on the Leary model; a two or six
represented extreme behavior; a seven
indicated the most extreme form (in-
cluding pathology) of a characteristic.

After the 72 behaviors had been rated
in terms of the 16 Leary-Coffey cate-
gories, 224 fifth-grade children (from
a tested population of 468) from eight
diversely populated Austin, Texas,
schools were placed into one of the
16 Leary-Coffey categories. These
children were then divided into four
groups and were described in terms of
the following Leary-Coffey categories:
GrOup A (Aggressives, N = 89) aggreS-
sive, blunt, sljgptical; Group B (Self -
Effacing Dependents, N =.64) modest,
self-effacing, docile, dependent;
Group C (Responsible Conformers, N =
42) cooperative, overconventional,
overgenerous, responsible; and Group D
(Manipulative Controllers, N = 29)
autocratic, managerial, exploitative,
competitive. Figure 12 represents
these four groups in orthogonal spade.

Interpersonal Coping and Non- Coping
of Students

Gotts et al., chose a dimension Non-
Coping - Interpersonal 'Coping to re-
place the Leary-Coffey dimension
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Love - Hate. The Non-Coping -.Coping
dimension is of course similar to the
Leary-Coffey dimension of Intensity
which Leary (1957) has discussed in
terms of adaptive - maladaptive. As
described in the first section of this
paper, Leary represented the intensity
dimension as radiating outward from
the least intense and most adaptive
l \vel at the center of the circumplex
to the most intense and maladaptive
level at the circumference: However,
Gotts et al., made intercorrelations

among the Leary-Coffey dimensions, the
typical circumplex pattern did not oc-
cur. They found, instead, that an
elliptical space was more representa-
tive of the data. (See Figure 13.)

NON-COPING

A

(Aggressives)

(Self-Effacing
Dependents)

B

"A variety of indicators of schoola0=_
justment and performance were analyzed
for subjects, These included seif-
report measures of anxiety, sex-role
preference and self-devaluation (Level
II), observational and psychometric.
'assessment by peers and teachers
(Level I), GPA and Achievement tests

Metropolitan Achievementand
nia Test of Mental Maturity):

As was hypothesized, Group C,q1tespon-

sible-Conformers) was superior to
Group A (Aggressives) with respect to
having fewer feelings cif-inferiority,
less academic and social neurotiOitm--
and peer rejection and less self-
devaluation and anxiety. Gr&Up C had

ACTIVE

PASSIVE'

D

(Manipulative Controllers)

INTERPERSONAL
COPING ,

(Responsible Conformers)

C

Figure 12. School Versus Type Congruency and Type Versus,Copin. Adequacy,
Gotts', Adams 4nd Phillips, 1968-1969 (from figure 1-of original
memo, snot included'in Journal of School Psychology article)
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higher school motivation than G A,

approached more, accepted thei peers
more, scored higher on the Me ropoli---
tan Achievement Tes (Verbal

C2

-nd Non-,
Verbal) and on the Ca\ifornia est-of
Mental Maturity, and had highe
point averages. It was ,als
that Group A demonstrate more ma
line sex role preference .

Group D (Manipulative ntrolle s),
higher than Group B (S- f-Eff cing De
pendents) on school moti on and
peer acceptance, and on the Metropoli-
tan Achievement Test (Non-:Verbal).
Group B was higher than Group D on
proneness to neuroticism a self-
devaluation.

Active vs. Passiye Mala4aptivity to
the School Environment'

School anxiety as an aggressive stu-
dent response. In another study using
the Leary-Coffey circumplex model,
Gotts (1968<) explored the possibility
of a systematic relationship between
schcSbl anxiety and the Leary-Coffey
dimensions. School Anxiety was dis-
cussed a§ a form of anxiety connected

with in-school experiences and related
to an aggressive student response re-
sulting in interference with in-school
social relations. It,was contrasted
with neurotic anxiety in that the lat-
ter is associated with passive, self -

effacing,. dependent ,behavior.

ItIaes found that children with high
School Anxiety were: (1) more blunt
than overconventional; (2) more dis-'
trustful than,.resfonsible;-A3) more
Skeptical than overgeneronsv,(4) more
aggressive than cooperative; (5) more
competitive than dependent; and
(6) more exploitative thhn dgbile.
When boys were compared with girls it

was found that boys were more: (1)
4,blunt -than overconventional; (2) skep-
Elcal than, overgenerout; (3) 'aggressive
than cooperative; (4) competitive .than
dependent; (5) exploitative than
docile; aid (6) 41anagerial than self-
effaCing.

There were,no significant diffrences
between the anxiety groups.otpetweeq
the boys and girls onthedimenSion
autocratic modest, nor wk-there any
significant difference between the
boys and girls on the responsible -

distrustful dimension. Gener411y,
School Anxiety was related to ne*etive-.

personality characteristics ananotto '-
characteristics usually valued as
positive (cooperative, responsible,
etc.)

Adaptive - academic, adaptive-social,

maladaptive-active and maladaptive-
passive students in the classroom
,"society."

Gotts research identified the socially
active-maladaptiVe student but did not
describe the eocially.passive student
in terms of in-school experience. in
fact, Peterson, (1968) has shown that

,

the active-maladaptive child is, more
disliked by teachers than the passive
Maladaptive child. Peterson identi-
fied four student behavioral types
that closely corresponded to the di-
mensibns used in Table V of this re-
view to,d4scribe the convergences of
five models of interpersonal inter-
action. Petersbn's types were: (1)
-Adaptive-Acadeaic, described'as "pure
workers" who are highly achievement
oriented and Low work-avoidance ori=
ented; (2) Adaptive -Sodial, described
as actively involved i work but also
high in work-avoid activities even
though meeting wo demands;



(3) Maladaptive-Active, described as
students who reject the achievement
orientation and actively disrupt work
activities; and (4) Maladaptive-Pas-
siVe, described as students who work

.?;

measures were clips

the study.-
.,

Sociothetric queAionnaires*, opinioar-
naires aid final grades were used to

r inc ion

nor disrupt work but passively avoid _,:assesseteacher and peereacti.ons,to
any form of participation in the: class- the folir behavioral types. It was'
room. As in Bales' model, mal,aptive7C found,that teachers were most appxw-

,;ft,,,,behaVior would appear'to be behavior
,

or
ing of the Adaptivp-Aeademic type of

which is either disruptive or removed :: student.. Peer prefereince was gener*-.%

from the task at 1*Id:, ly the same as. the teacher pieYek:en '',A''_.t,
4,:. but peer' aliprd'Val shoObeAl.ess'.inteh=l' . '.-

v. -,The identification of these studdnt
,, ,sity,. Both work-oriented itd work-

behavioral types was based on. the as- avo44ng.stUdents generaily'pieferred-
sumiqicn that work-aohleve*t-ori- studentsNho weA.-similar to them
ented behavior is the most- adaptive ,in -Al4ps.40-The wofk- avcidanc pattern
a cultUre reinforcing those mctive, predominantly with boys,
Several hypotheses concerning-the rather than with girls. Thus, in the
Status (4 these student behavioral-- context of the classroom, active work
types within' the classrooM context avoidance and work-disruptive behar-

f were based on the same assumption. It iors can be defined as socially mai-,
was hypothesized that the types would
order themselves, with respect to
teacher and student preference as fol-
lows: Adaptive-Academic Adaptive-
Social Maladaptive-Passive Mal-
adaptive-Active. However, the stu-
dents' preference was expected to be
less intense than the teachers'.

Seven hundred fifty students were
observed in 28 classrooms taught by
14 teachers and rated according"to the
degree to which'they were either work-
oriented or work-avoidant in their
classroom behavior. All students were
ranked once according to the total
amount of work-avoidance' behavior re-
corded'On'three to five observations
and once on the total amount of work
behavior recorded. Students who were
ranked simultaneously in both the top
quartile of the work measure and the
bottom quartile of the work-avoidance
measure, in both the bottom quartile
of the work measure and the to quar-
tile off the work-avoidance measure or

or bottom quartiles on both

adaptive insofar as they result in
teacher andpeer disapproval. Simi-
larly, as Gotts (1968) pointed out,
the aggressive behaviors defined as
SCilool Anxiety were maladaptive in
terms of interfering,with:in-sehool
social rela,ticins; although school

anxiety was quite distinct from the
behavior pattern characterized as
neurotic anxiety.

Conversely, as the following studies

will illustrate, adaptive behavior as
defined by the school context includes
such "active" funCtions as achiewpment
striving and task-oriented produdiiv-
ity. Passi.ve, dependent behavior can
be "adaptive" if it is instrumentally
oriented hence pleasing to the teach-
er. In terms Of Leary's circumplex,.-
the dependent personality is roughly
complementary to the autocratic and
responsible types which correspond
(UchiYama and Lindgren, 1971) to many
teachers' ideal self.
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ff hr.
Developi AchieVement".Striving as

daptive Behavioir
.

1-)stUdi9ehave.beenqbAcerned
ith the development of achievement

`motivation in the child. Reimanis
summarizes the concepts formU-

4a7tedin earlier work by Crandall
(Crandall, Katkowsky-and Preston, II60r
CrandallPreSton and Rabson, 1960;
and-Crandall, K tkowsky and Crandall,
1965) on the eve pment of individual
differences in a ievement striving
as a function o social reinforcement:

Si
School

In the presence of predictable ap-
proval ant disapproval for achieve-
ment beh vior resulting from con-
sistency in adult reactions the
child arms a feeling that he can
control hit own5einforcements: he
deve ps internal reinforcement con-'-

/

ol. In the absence of internal
reinforcement control, the Child
fails to associate social approval .

withihis ownbehaVior and may be-
lievelieve thatvaPproval comes haphazard-
ly infependent of'his own efforts.
In such a case, the child will fail
to develop a strong tendency for
achievement 'behavior.

(Reimanis, 1970, pa .179)

Crandall, Katkowsky and Cran 1 (1965)
found evidence of interna einforce-
ment control with third aders, and
predictable changes age. Moss
and Kagan (1961) wed a low positive
relationship b een achievement striv-
ing in nurs and elementary school
and ele ary school and adolescence,
sug ing that individual differences

chievement motivation appear by
the tithe a child is four or five years
of age.

R

Reimanis (1970a hypothesized that the
achievement stiving of kindergarten
children would be related to the
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amounl of teacher approval they re-
ceived for achievebent behavior an$1,

that individual differences would be
found between children who possess in-
ternalternal reinforcement control and those ,.

who have not developed- a feeling of

internal reinforcement control with
respect to achievement behavior and
social approval.

Stibjects were 45 boys in four kindersys,
garten classes taught by two different
teachers (a male and a female). Data
on teacher approval of achievement,
behavior was obtained from observai
tions and rating scores that combined
the degree -9f teacher approval with
the degree pf achievement demonstrated
by the child in each individua3
,achieveMeht behavior whenever'fit oc-
___pnired. Achievement striving behavior
was observed in 20-second periods for
each child'durin ,each free work or
assigned activity period. (If the
child showed no sign of achievement /

striving during that period, a score/
of 0 was recorded,' while -a child whO(',

seemed completely absorbed,in his work
received a score., of 3..) The obserVa-
tions continued over a period of our
weeks, at the end o which the teach-
ers rated. each child on the amount,of

internal reinfOrcement,control the
child,seemed to have. These ratings '
were used to divide the children into
groups. Data was divided into two
sections and the observations of the,
first two weeks, were compared with the
Oservations during the second two
weeks of the study.

4
Intefactions between internal rein-
forcement control and teacher approv-
al. Reimanis (1970) fodnd that, for .

Children with high internal reinforce-
ment control, there were significant7
positive relationships between changes'

/CI
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in the approval ratios and changes
in achievement striving from the
first to the0secipd twp -week period.

For chilaren,wke5 lOw.fhternal rein-
forcement,tontrol, the approval ratios
increas41:§ignifidantly from the first
to the.second period; the achievement
striving ofthe children decreased.
However, the low internal.reinforce-

'nent'group wasnot s.ignificantly lower
inachievement striving overall than
thehigfr internal reinforcement :group.
On a further teacher rating of de-
pendencp, it was found that lowAe-
peridency childrentmanifested less'
achievement striving behavior thltil
children Who were hig rry dependent.

Further analysis show
mare, .teacher, no
the male'teacher i9/'

proval to disapproval
less nurturant and
pendIncy behavior

that the fe-
differing'from
ratio of ap-
seemed to be

portive of de-
nd more supportiu,

Acheson (1969) rana study ofstudent-
teacher interaction associated with .

student dependent behaviors. Specifi-._

tally, :the in erections studies were
"chains.," or p erns of behavior in
which a dependen udept behavior was
followed by altea er responge, which
in turn was followed by a student re-

,

sponse to the teacher's responsel

Thirty-four Head - Start childrenWtre
observed separately for 15-minute ses-
sions of free play and, pecial nota-
tions made of dependent types of in--
teractions. It was found that girls
and boys were similarly dependent,
but differed somewhat ih the tanner in
which their dependency was expressed.
Girls were more emotionally dependent
and sought closer proximity as 'well as
glancing and _staring at adults more

."..than boys did. _Boys expressed their
dependency more with negative atten-
tion-getting mechanigms.

-.

e4001/41111

e teachers responded- to boys and
girls in the same manner. If the stuj ,

dent dependency was instrumental in ,

'nature, the,teaChers generally re-
. sponded positively. However, if de .

pendent behaviors were emotional inl :,,
nature, the teachers reSponded neg 7 ..... ..:

tively. Likewise,ttudent reactio '6
teacher r was the 'Same for boys
andgirls. The studerits engaged-in' e

i-task-oriented behaviors mmediate
<1 -_following positive teacher reacti ns,

whereas they engaged i more depe dent
behavior if teache response as

not positive. In general, the st u-
dents who initiated an .interacti
with instrumental dependenci, wou d'end
the interaction with taSkorient d,
behallior.. In contr5.7 those students
who initiated interaction on an emo- %

,. . tionally-diTendentbasis would con -
tinue .

.,
the emotional dependency.

TeaCher response Ito ettiotiona tis. , V
4.4

.

instrumentarily dependent:children. This study suggests that if teathers
4

, ..,..- ._,..,

.

of achievement efYorte andraccomplish-,

o Tents than the male teacher. The

achievement-striving scores for the
female teacher's pupils were signifi-

Joadtly higher than for the male teach-
,

errs pupils during the entire four-
week petiod of obseryaticin.

These studies suggest that, too Some
extent; the teacher can help the hild

1/ to sustain achievement motivation" by
expecting and reinforcing achievement
behavior. However, for children who
have not yet developed internal rein-
fortement control with resOect tb
,achievement and social approval; the
resu1ts of. the feacilee's efforts to
reiforce achievement by approval with
not, be apparent, at least withih:the
length of time lone month)--covered by
ReimaniOistudy.

.

n
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desire their'more dependent stuqptle'
to become independent, productive and
task-oriented, they should channel
these students' dependency needs into.

.instrumentally'oriented dependencies.
The child may still need help, but at
least this help will be given in such
a way that he can acquire a greater
sense of accomplishment through suc-
cessful completion of tasks which are

_ accomplished in a relatively indepen-
dent manner.

v

Student paslyity in ,Classroom dis
v

cussion tasks. Focusing specifically
-' on passive forms of student response,

Applegate (1969) investigated the
problem of student reticence in class-
rOom interaction. The study took
lace in a .middle -class suburban

unior high'school and used three
/ninth -grade classes over a seven
/month period. CurrrOlum materials
were used which would be conducive to
verbal participation. Students were
also placed in groups of 10 to 15 (as.'
opposed to the usual ,25 to 30) in .7
order to encourage participation.-

The students were given two questio
nairs seven months apart to deternC e'

why students might choose to refrain
from any verbal picipation whatso-,
ever. Responses fnm the first ad-
ministration of "the test were rank or-
dered from most frequent to least fre-
quent as follows:" (1) students not
being able to say what they mean;
(2) passibility of being wrong;

,

(3) too many "smart" kids ix the class
.(4) not being prepared; () too shy
to talk in class c6) someone elge,
will say it_anyWay0 '(7) might lie,

laughed at; (8) afraid ofbeing laughed
.at; (9) possibility of giving wrong'
answer; (10) students feel that, they
are stupid; (11) riot prepared (it. was

-tea

not specified how this response dif-
fered from the preceding response
"not being prepared"; and'(12) fear
of teacher.

The second testing showed little change
in the rank ordering with the excep-
tion of--"might.15e. Aaughed at" which'

' changed in Yank frOm seventh to elev-
th and was selected as an item by

50A-fewer students. Apparently, during.
the seven -month period, many students
felt mdIe --a-t-c-4,ance from their teach-
er and peers.

The hig frequency of students' fear,
of being wrong seemed t contradict

,.,4the finding that "fea f teacher"yas
the reason least frequently chosen
for reticence in class. Ittmay have
been that students' fears were more
related to peer acceptance than to
teacher acceptance, but this'pdss
bility was not explored in the stud

_...-

Agpleg e concluded that if classroom
teac ers want more student verbal

part cipatioll, 'they should vary the
,size f intra-class grouping and as-
sist Students in "saying what' they \,
mean." .' - to

i

,Some teacher-student conflict related
'' -to maladaptive school behavior may re-
sultfrom competition between similar-
ly active personality types.' Gottst
(1968) subjects with school anxiety
were similar to successful student
teachers (Uchiyama and Lindgren, 1971)
in

tf
heactive behaviors of competitive-

; nests or aggressive-aSs.' Boyswho
tend to have more school adjustment

problems than girlswere also similar
to the teachers in being managerial
rather than self-effacing. In cori-

trast to these students,' however, the
,

successful teachers tended to be mop
responsible-Nand e 'conventional. ,1
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Active vs. Passive Personality Charac-
teristics of Successful Student Teach-
ers

gchiyama and Lindgren 41971) investi-
gated the ideal teacher concepts,of

teacher training supervisors, students
in practice teaching and students be-
ginning teacher training. Female stu-
de' teachers whose s sors rated
em high-on the Goug
1 (1968) Student-

a (based on
ntory

Hi

form
gical I
sorority s

rflinger and
.ring

6r ycholo-
ales) wet. rated by

s as high on 12 adje -
tives on the Gough's Adjective Chetk
Li4t: dominant, perservering, per-
sistent, serious, opinionated, ambi-
tous, demanding, logical, rigid, clear-.
thinking, determined, responsible.
The low fee_ corers on the STSF

:were most requ =ntly rated as: curi-.
ous, afffc , careless, easy-
going, tnco nal, dreg , under-
standing, it le, ch erful,
natural, individualistic, ghtful.

The.'stUyshowed that the ideal-teach-
er concept Iseid by female practice-
ieac'hing supervisors, as indicated by
a 30-item foreedTchoice test, between
the- two Croups of Adjectives,. was
closest to oihe ersonality,sta'reotype
which emerged from peer grSup,judje--
ment orsUcceSsfdl siutrept,teachers:
the idea-teacher concepts.of"femali.:

practice-teaching trainee's were
to those of the supervisors than to
thoSebf female students entering .thet-teacher education program.

The authopointetd out that "such .

results'are consistent with what one
would expect from social learning theo-
ry,,in that exposure to a powerful
model elicits' imitation." (Uchiyama
and Lindgen, 19'5(1, 'page 470.) ince
the' TSF was a measure of student-
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teacher superVisor's opinions as to
which trainees would make the:most
successful teachers, it is not sprprisi-.
ing that this group also considered 1

the personality stereotype of sticcessL
ful trainees to be "ideal:" Essen-
tially, the profession select; its own..
membiers according to a consistent

model, and aspirinkmeMbers learn to
conform to that model. This suggests
that school environment, insofar as
is defined by the personality types of
its teachers, will tend towards uni-
formity.rather than diversity.

Further, the personality type des-
scribed by the first 12 adjectives fits
a faiq.y consistent pattern on all of
the systems of interpersonal dimen-
sions described in this paper: the

successful teacher trainee (and the
"ideal") is Socially active, rathex
than-passive, Emotionally negative,
rather than positive, and seems to be-
long.in ljeary's\category of Managerial-
Autocratic.

/o

& %

Cooperative and `Competi
from a Game.-Theoretical Ipproack,

There is an extensive body of social-,,,7r% 4'

:psychologitlyliteratore.on cooper-L..-
tive and competitive,b6h.oior:-NWtit-'
..ing in 8193)-May and Doob de4ned these
.behaviors as follows:

4

-On a social level individuals com-
pete with one another when (a) they
are striving to achieve the same goal

, which is Scarce; (b) They 41re pre-

vented by the rules of the situation
from achieving.this goal in equal

'645

amounts; (c) they perform better
when .goal canbe,achievedin
une al amounts; and (d) they have
X a tively few psYc'ho/ogica//y.af-

filiat'v contacts with one another

83



84

...individuals cooperate with one
another when:' ,(a) they are striving ,

to achieve the same or Complimentary
goals that can be shared; (b) they
are required by the rules of the
situation to achieve this goal' in

* nearly equal amounts; (c) they per-
form better when the goal can be
'achieved in equal amounts; and (d)
they have relatively many.psycholo-

gically affiliative contacts with
one another.

(May and Doob, 1937, page f7)

It ,can be argued that cooperative and
competitive behavior do not correspond"
respectively to passive and active
behavior. However, in-practice, the

. dynamics within a game-theory labora-

tory situation are such that a coopera-
tile response pattern is a low-inten-
sity, paqsive orientation. Aside from
this argument, it is intuitively clear
that the game-theoretical approach
focuses directly on the activity-
passivity bipolar dimension insofar as
the cooperative player puts himself at.

eTi"ercy--nof the (*her player.

Lewin (1931) pointed out the problem
that many areas of psychology were,
caught in the Aristotelian categori-
zation approach to science as opposed
tea more Galilean approach, focused on
prediction, even the prediction is
only of an ideal case. It is for
that reason that the area of-game 'theo-
ry will represent the context for

which cooperative and competitive in-
terpersonal interaction are discussed.
This approach will also offer a com-
plement to the descriptive method,'.
which predominates in 'this genq,t17.a

area.

Game models for classroom i'nteracti'ons
.

A game provides a model for a large
variety of different types'of inter-

personal transactions between stu-
dent(s) and student(s) and student(s)
and teacher(s) in which the teacher
sometimes plays the role of'the exPeriz--.
menter by giving or withholding re-
ward and sometimes the role of a game
player who is attempting to win or to
maximize joint gO.ns. Rapoport (1959)
defines game theory as follows:

Game theory is an attempt to bring
within the fold of rigorous deduc-
ti ve method those aspects of human
behavior in which conflict and.coop-
eration are conducted in the context
of choices among alternatives whose
range of outcomes are known to the

14fullest extent to the participants.

(Rapoport, 1959, page 65)

Of course, in the classroom the out-
comes of interpersonal interaetioff -are
not always known to the participants.
However, work and study oriented,in-
teractions and most student-teacher.,

interactions involving competition for
control are structured such that the
alternatiye rewards or punishments are
clearly foreseeable.

ti A.
Gallo and McClintock (1965') stressed
the importance of game theory:in that

it provides'well'controlled, small
group' nteraction situations with,
easily_ quantifiable, date jfor,example,
the number of cooperativeiesponseS,
to,name but one of the many possibili-
ties of organizing game'experimental
data in a quantifiable iashiOA). -

,Game4.of this type, also provide an ex-,

.ceirent oPyortnnitito ttudy'the
-Vidual's percepii ns, motivation, per-
sonality structure and'attitudes.

A game frequently used -ih research of

<

1
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this type is the tlho-person, nonzero
sum, mixed-motive game. This is also
referred to as a ',prisoner's dilemma"
,game, or G-type g' me (Scodel, Minas,

Ratoosh and Lipe z, 1959). This game
is one in which he two players have
common interests wh±ch are not strict-

. ly opposed, that is, the goals con-
flict to some degree but are also con-_

Attempts to gain points at
the expense of the other player may be
punished by retaliation from the other
player; whereas joint cooperative be:
havior is rewarded.

The role of communication in game co-
o ration or competition. There was
much concern in the literature wit,

- ''+
the role that communication'played.
It was felt that if people could com-
municate their intentions, joint co-
operation would result. Loomis, (1959)
hypothesized that players in such a ,

- game would perceive trust and hence
cooperate if they both knew, that only
their mutual cooperation would enable
them to become successful in 'the game.
He compared an experimental group that
was allowed to communicate with notes

.

at five leliels, each of which con=--
taineg more information about the game
relationship, with a control group A

that was .not aflowed to .communicate
with 'each other. It was,found that
the group given the chance to communi-
cate cooperated. more than did the con-

--- trap.1 group and that the relationship
164.ween communication and cooperation
increased as the level of communica-
tion increased.

. I
,

, :

However,,in other studies any form of
- .

interpersonal interaction beyond the
actUk game choices has' -not made much

.
.difference in developing cooperation

Soodel_et al. (1959) found that out of
41 'pairs of players, only two ,pairs

played anything that could be termed a

Aillonw'

.'4
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cooperative strategy. In fact, the
frequency of competitive responses in-
creased throughout the series of
trials. Although `half of the pairs
were allowed'4 talk things'over face-
to-face halfway through the game, it
appeared from the statements taken
from all subjects at the end of,the
game that they either hoped to suc-
cessfully double -cross the °tiler play-
er or were avoiding being double-
oiossed by their choice of noncoopera-
tive responses. In a similar study,.
Scodel and Minas (1960) used 36- prison.

inmates as subjects, with no opportun-
ity to,communicate face-to-face or
through notes, andwwith cigarettes
operating as.the payoff--a valuable
commodity to these subjects. Again,
there were more,competitive than co-
operatiye responses, Land increasingly
so inthe second half of the game._

It appears from the above studies that
merely letting subjects talk to each
other will. not increase the number of
cooperative responses. A number of
factors might be involved in thig type..
of result 'As suggested by Deutsch
(1949), individuals' who perceive the

situation as competitive may not re-
spond to any cooperative cues. Schel-
ling (1960)' has also pointed out that
such things as knowledge of the pay-
offs and tacit agreements made via the
*actual choices of the players are an
important form of communication and
thus might minimite any experimental
differences between groups that are
allowed to communicate verbally and
those that are not. -LooMis' (1959)
resultS, on the other hand, wereae-
rived from a study in which extensive,:
control add oanned:notes with con, --.
trolled degrees of information leete
used, rather than face-to-face !vinCon-

trolled communication. Wichman (1970). .:.

found that the high degree of



competitiveness, typically found in
Prisoner's Dilemma games, may be
largely a function of the conditions

-71 of isolation in the experiment. When
s were merely allOwed to see

each other, eration increased,
Pilisuk, Potter, Ra t arid Winter
(1965) also stated that the eti-
tion that frequently occurs-is not
result of the.aersonalitiei':o.f.the

subjects.

Inconsistent outcomes in game-theory
studies ave often been explained in,
terms of subject differences (Oskamp
an Perl , 1965). Howeyer, Sampson
and Ugh (1965) have foUnd essen-
tially the same game - playing strate-

gies for-VidelY differing subject
populations.,

The roleOE social. expeceatioli.S. .MUch
of. the behavior which can be observed
in gaMe theory situations would fall
into Leary ' s (1957) interpersonal di-
mensions of Competitive-Narcissistic.
A player who used a pacifist s rat,egy,
i.e., cooperative even thought e.per-
.son with Whom he.iS playing is, c M-
peting, will usually be taken ad
tage of 'if such exploitation' can
done with impunity, Marlowe, Zergen
and Doob (1966) have explained this
ty6 ofrbehaiiior as the result of the
fact tbatpeople don't expect this
interpersonal interaction to endure
beyond.the game If people expect-an
endaring interpersoial relationship
they'wikI,Oe more Cooperative. 'Many
of:our Social problems may be based
on the fact that similar dynamics
operate outside of the social psycho-
logical laboiatory.

'The role of experimental: ('social)

orientations. A number of studies

have shown that the type of orienta-
tion that a.subject receives towards
the experiment is important in deter-
mining the types of response that he
will make in the game situation.

Deutsch (1958 and 1960) found that with
an individualistic orientation the
choice of cooperation or non-coopema-
tion was largely a function of the
dep ndent variale(s),mte'reas colpsr

.

petitively oriented,suWects compe d
.

the most,"and coopdrativelY
.77A

iented,,%or.
subjects cooperated ttle-most--.;

. . . , .

Individua4kpersonal4ty digegences:41
"11exible_601rPAlity .HiRrnttine,
Potash and Milsoi-(1963) 40ZH'iXen-
stine and W4son (1963) Studied- ths..

effects of preprogr4metatoopiiative,
responseperCentages anc114ternian
pombinatiOn with a persaaliri-

'" 'able called "flexible 'ethicality."
'Flexible ethicIlity

rkeiregyfte#4he_--
..

;S ,degree to =which tPktttiaS
mas,dependent uPon(fr57d andal...ric-Onpr#:?7,. :

rOing dogma as opibsed*O.-aAix41:0.-e,,,

outlook upon liie..Thisi'-pe;cif,,`01§r- --

nalityuldfit intopeaiy's.,inner
cle on the N.rcumplex,-podel Teprer

s nting moderate tedsity_at:tieadap-,

be classified ai-an,:ideiI typr in,:1 ,:_zi'

tive.level. Flexib e efhicali0E-would

the Schutz system, representingr the L.
type,of individual-with apitirepriate
need s4V.sfaction-- The results of
both BiX7Vttine et al. studies demon-
Strated that those with a-more ethi-
cally flexible system of values cOOP-
erated to the 'greatest degree.

Sex differences. :Sex differences.zas
) related to cooperabiOn and competition
- are also discussed game theory
literature. The general finding.has
been that females'are more cooperative
than males intheir-game strategies,

88 f



and that such cooperative strategies
decrease with age (McClintock and
Nuttin, 19691 Shears and Behrens, 19691
Sjoberg, Bokanaer, Dencik and Linc1bom,
1969;,-and 'Tedeschi, Heistei and daha-
,gn, 1969) . Rapoport and Charnmakt
(1965a and 1965b) have found contrast-
ing results in experiments which have
had over 300 trials and hence 300 co-
operative-competitive decisions to

`,make. They found that males charac-
teristicatly built up to &higher
leVe,1 of cocSieration after an initial
decline, whereas femakes opntinued a
dbmpetitive strategy ei*fen after 300,trials.

Cbmmuni cat ion r'l ab le s

The problem of relatinqVerbal and non-
verbal behavior to the -dimensions 8'f
ianterperkanal behavior is enormously
doinplicatrd by the fact that typical-
ly,. oommunications research in2. such.
fields ad anthropology7and .

linguistics has focused,on the identi-
'fication and structure of the discrete
units and larger setstrao communication.

However, psychological research in (.;
this field is more concerned with the
relationship of-communication to such
constructs as affect, the .unconscious,
individual personality organization
of the-interaction of various' person-

. ality types in, groups. Hence, not
only4 the methodology, but the under:-
lying assumptions about what consti-
tutes communication and about the re-
lationship of verbal and non =verbal
communication to physiology or to
society and culture will vary widely
from theory to theory and from study
to study.

Theoretical Syptems of Communication
'Although biologists,' anthropologists
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and linguist.sg' disagree among themselves
as to the degree, to which verbal and
non-verbal behavior is "universal" (as
opposed to culturally determined), it
seems safe at -this point to. assume that
certain physiological' features deter-
mine the bodily expression of affect
in both men and animals (Darwin, 1965).

However, the differentiation andsen,
sitization of affective rksponse
the environment, the ,emotfanal content,
of "message" that is communicated, and
the choice (conscioud or unconscious)
or particular units or sets or behav-
ior to communicate that Message are
determined by a wide range of vari-
aiSfes including: maturation and cere-
bral organization (Gellhorn, 1968),
the momentary "organization of the corn- 1

munication f,teld (the individuals' ex-
perience, psychological state and in-
terpersonal relationship, etc'.) , and: .
the traditional norms of" the given
culture in which- the- communication .

takes place (Birdwhistell, 1970; flail,
1959) . r,

'Behavioristic linguistics:: Behavior=-
istic theories in linguistics' general -
1, specify that the meaningful units
off_ any ,anguage ( phd-riemes, mor-
phemes and the syntatical organiza-
tion.) are a unique seleotion from the
universe of physiological- capabilit4es
of 'the speech organs an a unique ar-
rangement of -the possible sets of
sounds,, both of which axe highly
specific to the, given language and
determined for the individual Eby his
culture. Verbal communication could
thus be' viewed, as an all-or-none phe-
nomenon (similar to the biologists
view that a neuron either does' or does
not fire in affeCti,ve behavior) and
langutF6e learning can be seen as a
process of instrumental conditioning.

E3
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De Saussure's (1916) distinction be-
tween langue and parole -- between the
structure of a langtage and features
associated with speech in ,a given in-
dividual at a given time and/or in A
given context--has been the corner-
stone of the science of descriptive
linguistics and explains much of the
structural-17: gist's view of verbal
communication as somewhat mechanis-
tic transmission of "information."

Certain super-segmental phonemes, such
as pitch, contours, terminal junctures_
and, to some extent, stress, are con-
sidered to be features of an entire
utterance and to be in some way relat-
ed jo the interpretation that the
speaker places upon the content of the
utterance. (Pike, 1943, has a cate-
gory of "non-speech sounds.") Never-'
theless, these are regarded as part of
the lawful organization, or code, of
the language. P,s Gleason (1965)
states' "In actual speech a native
speaker would not be in the lease ca-
pricious in his selection of certain
intonation for a given sentence. Nor
will the average American fail to re-
act-,differently to sentences which are
`ali,ke-in the words composing them but
different in intonation, (page 44)

In*ctice, this category of super-
-,.Segmental4 MS often served as a kind
Of.nresidd4 catch-all" for structur-
alisi who aVbid research on those ele-

'mentSmOs4'likely to become "contami-
"nated" with the expressive or affect
variables in human..scommunicatiOn.

.

Pa.ra2ingu,istlea?t, Oevertheless, a

group of Amerfcan^linguists have con-
cerned themselves' with just these fea-
tures in an:atteMptIt?defineana di-
der'th'e,"hon-lingilietie or, more-pro-:
perly,15aia/in4uistic features of Ver-
bal cqmmunication. lrager (1958)

vp,

divides de Saussiire's role into
"voice qualities" (the physiological
Characteristics of an individual'S

-41
sKech organs) and "vocalizations."
As "vocalizations" he discusses such
meaningful verbal acts as laughing and
crying, along with the expressive fea-
tures of speech like pitch and-inten-
sity and various universal speech units
such as the affirmation, negation and
hesitation formulas (in English, "uh-
huh," "uhLuh," and "uh"). Similar
paralinguistic systems have been de-

.

veloped by Pittenger and Smith (1957),
and Hockett (in press) for English, by
StockWell, Bowen and Silva-Fuenzalida
(1965) for Spanish and by Trager (1960)
fox Taos. Trager (1961) has also com-
pared his findings for Taos with those
of Pittenger, Hocket and Danehy (1960)
for English-in aR attempt.to discover .

any lawful relationships between inton-
ation structures and paralinguistic
structures of languages.

gorpurposes of the present review, ,
the most promising features of the
studies in paralinguistics.are the no-

-

tational or transcription systems de-
veloped for research in descriptive
linguistics and paralinguisticst Pit -,

tenger et a1. (1960) present both'phy-
nemic and paralinguistic transcription
of the first five minutes of a ,phychi-
,atric interview, a phonograph record
of which is available for use in le'arn-
ing the transcription,system. McQuown
(1957) also combines lingUistic with
paralinguistic :transcription of an in-
terview and discusses the prpblems'of
distinguishing between the linguistic-
-or cultural norm And the _individual '

and expreesive features of verbal Be-
havior.

Kinesics and proximics. In the field
of nom-verbal communication, the two



pioneer investigators, Birdwhistell
and-Hall have also divised transcrip-
tion systems for kinesic and proximic

-behaviors, based in large part on the
assumptions made by the structural
linguists. Birdwhistell 11952 arid,
1970) details a "microkinesic" system
of those behavio which he considers
to be parallel t the phonetic level
of speech (i.e , to exhaust the observ-
able discrete behaviors of the commu-
nication organs) in that all parts of
the body are described in motion and
position. Birdwhistell has also
searched for the organization and,
larger sets' of kinesic communication.

Kinemes are-analoguous to phonemes
(i.e., the smallest meaningful unit of
communication.behavior); kinomofphs
are those features in 'which there is
a dependent relationship between kine-

. mes or kines from more than one motion
area (here, the analogy to morphemes
seems less clear). These are tran-
scribed by a macrokinesic notation
(Birdwhistell, 1970).

Hall (1959) is somewhat more indebted
to Trager's anthropological system
thad to linguistioS per se. He'bases
his transcription of non-verbal behav-
ior-(Hall, 1963) not on discrete, all-
Or-none behaviors,.but on eight gen-
eral dimensions (postural-sex identi-
fiers, sociofugal-sociopetal orienta-
tion,,kinesthetic factors,' retinal
combinationS; voice loudness, touch
code, thermal code and olfaction code)
each with a rating scale. Hall (1959)
also delineates four Zones of proxim-
ity (public., social, perSonal and in-
timate) and discusses some of the
aross-cultutal difference's in the ab-
solute physical distance which defines
each zone,

Birdwhistkll, Hall and Trager are
,

.
largely concerned with the typology of

89

communication and, its cultural or
cross-cultural features.- Scheflen,
whose work inkinesics and territori-
ality is based on BirdwhisteWs, .has
focused on the interpersonal determa-
nants of non-verbal communication,
particularly longer sequences of kine-
sic behavior, in, an attempt to find
the larger structures. Scheflen (1966)
considers a structural unit as an in-
variant configuration which will al-
ways be,elicited by a given context,
regardless of the personality variables
represented in the communicants. He

draws upon constructs from Gestalt phy-
chology and systems theory and views
communication as' a "cultural, system

consisting of successive levels of pat-
terning that support, amend, modify, "

define and make possible human rela-
tionships." (Scheflen, in press.) In-

working with groups, Scheflen has dem-
onstrate such phenomena as the "mir-

1
raring" o body posture by those who
agree with each other (Davis, t9404.. a
finding which has been verified in Con-
don and Ogston's (1966 and 1967) work
on self-synchrony and interactional
synchrony in dyads. Studying filmed
,psychotherapy sessions, Condon end
Ogston (1966 and 1967) found that body
movement tends to be synchronized with
the segmentation and phonetic breaks in

__th-speech of normals and that if .one
member` of a -dyad is speaking, the move-

ments of both members will co-ordinate
with each other and with the phonetib

, segments of his speech. W
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All of above researchers are concerned
with communication as an informational. .

system which-includes not just an in- ,

dividual sender or receiver but sets
or chains of interaction. Birdwhis-
tell to the fact that
communication as a psychological pro-_
cess has traditionally been researched
on such variables as perception,
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affect and learning: "From the point
of view of the analyst of social-colm-

municatioaL.t11 ese studies are more
directly relevant to the nature, state
and a tivity of the sensory modality
and per a to the channel...For him,
communication is social, not a psy-
chological phenomenoh: psychological
reductionism serves only to obscure

14Y/

the central issues inv lved in the
investigation of human teraction."
(page 72)

Feedback theory. Watzlawick, Beavin
and Jackson (1967) have developed a

metacommunication system which is
based on feedback and systems theory
and is immediately'applicable,to such
personality dimensions as self-concept,
awareness of others and pathological

communication between either a dyad or.
a larger group. Bateson and Jackson
(1964) distinguish between their theo-
ry and traditional stimulus7response
research. The latter focuses on

..sequences of interchange so short
'that it is possible to Iabel,one item
of input as stimulus and another item
as reinforcement.whiXe labeling what
the subject does betwden these two
events as 'response.' Within the
short sequence so excised, it is pos-
sible'to talk about the -'psychology'
of the subject." (page 273) By con:
trast,-Watzlawick Beavin and Jackson
(1967) investigated the feedback pat-
terns and circular loops-in communica-
tion. Dealing primarily with verbal
communication, their notion of meta-
communication also includes, however,
the interaction of verbal and non-
verbal behaviors: "Every communica-
tion has a content..and a relationship
aspect such that the latter classifies
the former and,is therefore a meta-
'communication." (Watzlawick et al.,
1967, page 40) Generally, the content

tr.
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is communicated verbally and the re-
lationship:non-verbally.

Luft (1970) contrasts communication
and feedback theory with psychodynamic
theories, emphasizing the Watzlawick
et al., study of 1967 as his model of
the-former. A few of his contrasts
clearly differentiate communication
theory from the interpersonal models
of Leary, Schutz or Foa: cdtnmunica-
tions theory as defined here.searches

for interaction systems and psycho-
dyamic theories for ptrsonality dy-
namics: communications theory searqhes,
for spontaneous activity and psycho-
dynamic theory for the discharge of
tensions and for need gratification;
the key concept of communication theo-
ry is information and the key concept'
of psychodynaMic theory is energy.

In discussing the patterns of normal
and pathological communication, how-
ever, Watzlawick et touCh:upon
several of the dynamics of fie inter-
personal systems discussed in the -

first section of-this review. The ac-
ceptance or rejection of ica
is obviously a variable in Foa's ac-
ceptance or rejection of other. The
disconfirmation (ignoring) of communi-
cation is viewed as invalidating an
individual's' self- definition, Causing
hi to doubt his identity, just as
Sc uti Suggests- that the need for in-
clusion is linked to a concern over.
identity. Watzlawick'et al. emphasize
two basic dyadic patterns: Symmetri-
cal (in which the communication of
each mirrors the behavior of the other)
and complementary (in which each com-
plements the other). The latter type
is somewhat related

t Leary's notion
that behavior is designed to provoke
certain reactions in dthers--Most ty-
PiCally, aocording to the circumplex
classification of interpersonal

""N
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behavior, to provoke a complementary
reaction which may or ma ot---b-eposi-

tive and acce ut neverthel s

csafirmSCas opposed to discon rming)

the individual's self-concept (to the
extent that his self-concept is con-,
gruent with his behavior).

ti

Types of Research in Non-Verbal Com-
munication

described the posture of a client as
related to his motivations,*attitudes,
and intentions. Reich ('1949) used

rigidity of posture as a clue to the
possibiltty of manipulating client
characteristics. Fromm Reichmann (190)
observed. posture change as ary indicat

of clients' emotional si DittM
(1962) also found th diff ent mood
had different rates f movem nt and
affette different a eas of t e-body,
Sainesbury (1955) found that he amount
of movement during interviews was re-
lated to the stressfulness of themes
and to specific affects:

In considering empirical studies of '

communication as part of interpersonal
behavior, EkMan's (1965) distinction
between "indicative" and "communica-
tive" research in non-verbal communi-
cation will be Useful: "Incindication
the co ern is not with what a group
of recei ers may observe but with the
relations 2p the experimenter is able
to establi h between a non-verbal act
and some other class of events...a
verbal theme, or the adMi,nistration of
a d4pg, or the stress in an interview
...Communication through a non-verbal
act is established only by determining
whether receivers agree in their ob-
servation Or in their inferences about
what the act portends." (pages 391
and 3921 If some independent measure
of the sender's intent is taken, com-
munication can be classed as accurate.
or inaccurate from the point of view
of the receiver(s); without such a
measure, communication can still be
classed as ambiguous or unambiguous.
Both types of studies differ, as
Duncan 41969) points out, from the
"structural" analyset of pmmunication
based on linguistic models-

!

Body_posture, movementand facial_ ex-
pression. as indicators. Classic indi-
cat i Ve studies have been con erned
with the interpretation of erbal and
non-verbal behaviors dUring clinical
interviews. Deutsch (1947 and 1952)

Early indicative studies of non-verbal
beha!vior were generally laboratory

studies in which posed behavior or
posed photographs, acted as the non-ver-
bal stimulus. Findings in this area
are summarized by Davitz (1964), who
states that "previous research has
failed to define the specific facial
cues or pattern of facial movements
which consistently communicate emotion-
al meaning, but several studies agree
that knowledge of the situation in
which an emotion is expressed signifi-
cantly increases accuracy of communica-
tion." (page 17) Findings on indivi-
dual differences in the ability to
correctly identify facial expressions__
of emotion have been contradictory7-
sex differences have been found in some
studies (Weisberger, 1956; Levy and
Schlosberg, 1960) but not in others
(Allport, l9,24; Guil or-ci, 1929).

Receivincommunications" from body
posture; motion and facial expression.
COMMunicative studies of non-Verbal
behavior in clinical interviews have
focused on the evaluation of non-
verbal behaNiior in isolation from ver-
bal and voice cues (Dittman, Parloff
and Boomer, 1965). Giedt (1955)

9 rs
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compared judgements ()ran interview'
made from tape recordings, typescripts,
silent film and sound film and found
that judgements based on.sound films'
were only slightly more accurate than
those based on a typescript.

Mahl (1959), however, made accurate
judgements about interviews solely
from observation of th patients.' .non-
verbal behavior. Ekman (1964) per-
formed four separate-expdriments in
which judges were asked to match pho-
tographs of clients' ,body positions
and facial expressions with written
samples of speech pr ced during the
interview. Evidenc was found that
the two types of behavior produced
at the same time could be accurately
matched under three cue conditions of
varying specificity -- photographs -of

the body, the head and the entire per-
son--if the judges were given some in-
formation about the situation. In
five further studies Ekman s(1965)

replicated these findings and also
found that without any knowledge of
the situation, judges rated the pic-
tures in the predicted direction on
Schlosberg's (1952 and 1954) three
scales of emotional expression (Un-

pleasant-Pleasant, Attention-Rejection,
and Sleep-Tension). Ekman and Friesen
(1968) found that stable agreements
could be made by judges of body motion
and that body motion is related not
only to affect,, the interpersonal re-
lationship and the psychodynamics of

A

therapy, but also to verbal behaviors.

Eye contact patterns. An important
sub-area, of non - verbal behavior is
"eye contact." Indicative studies in
this area have shown that there are
distinctively different patterns of
eye contact for males and females
(Exline, 1963); that subjects make
less eye contact` with an .experimenter

in a negative situaq0n (Exline, Gray
and Schuette, 1965),,and that females
increase and males decrease eye con-
tace in 'positive situations (Exline

and Winters, 1965). Argyle and Dean
(1965) found a relationship between

'eye contact and proximit such that
contact decreased with cl eness when
attitudes toward the partne ere held
constant. Kendon (1967) found several
relationships between eye contact and
verbal behavior: communicants tend to
look away *len beginning a response or
during hesitation pauses; they tend to
look at their partners just before and
during the first part of juncture
pauses, during their own speech to
check the partner's attentiveness, at
the end of a speech, ,when the partner
is to begin, his reply,'and'during the

partner's speech to signal degree of
involvement: Kendon distinguished
between eye contact used for expres-
sive function and, for regulatory func-
tion. The notion of-communication
regulation was used by Scheflen (1964)
to explain thvphenomena in which a
speaek changeseye_contact, posture
Or body position when he is about to
make a new-point or to signal an atti-
tude about his own speech or that of
his partner.

Perceptual Sensitivity to son-Verbal
Cues

Davitz and his associates at Teachers
College, Columbia (Davitz and Davitz,
1959) ran a series of studies on
vocal and non-verbal communication,
studying both the expression and per-
ception factors. Using various ex-
perimental techniques, they found in
general that the ability to judge
vocal expression was correlated with
the ability to judge emotions por-
trayed in music and abstract art, that

4



he ability to communicate feelings
through vocal expression (reading
standardized materials) was correlated
Lth the ability to perceive the vocal,

cotnnunic -tins of others' and with the
a. y to identify ofle4s own vocal

expression of feeling, and that the
ability to communicate feelings
through vocal expression was corret
lated with the ability to:communicate
feelings tHrough'facial'expression.
Davitz (1964), hypothesized a general.
"sensitivity" factor for receiving

o *nal. messages. A 'iight amount
of the var .s accounted for by
verbal' intelligence an on; no
differences were found between males
and females. An attempt to find cor-
relates' between "emotional sensitivity"
and various personality variables (mea-
sured bythe Guilford-Zimmerman Temper-
ament Survey, the Allport-Vernon-,
Lindzey Study of Values, the Edwards
Personal POference SchedUle.and the
Psychaethenia and Hysteria Scales of
the MMPI) found no correlationS4-be-

1
tween the ability to identify vocal
expressions of emotional meanings on
any of the personality scales. An.
analysis of the types of errors made
in identifying vocal expressions of
emotion indicated that the dimension.
of "activity" "accounted for much of
the variance in rate, volume, pitchs,,
and timbre of vocal expression" (page
185) while valence gild strength Seemed
to be expressed by more subtle aspects
of speech. "For example, twos active
emotions, such as anger and joy, are
frequently mistaken for each other in
the vocal mode; but expressions of'
two unpleasant emotions such as anger
and sadness, or two strong emotions
such as love and Joy, are rarely con=
fused for,one another." (Davitz,
op. cit., page 186.) Davitz et al.
did not attempt to extend thisthree-
dimensional hypothesis to the area
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of facial expression, ut Ekman and
Friesen (19.7) have suggested that:
(1) station ry post es and expression
would comm ',date ross affect (paral-
lel to activity),.while movement of
the body and face would cue specific
emotions (val nce) and (2) since
facial movemen s are Morefrequent
than changes in body position, Changes:-
in facial expression would be more
likely to communicate intensity of
emotions (parallel tO strength) than
`would postural cues.

.1 3

a'

The general pattern of these findings.--
namely that non-Verbal behaViors can

as accurate indicators
of simultaneous verbal events, that
they are related to verbal events and
also..show.bignificant patterns of in-
terrelationship among themselves and
with "vocal" eventsindicates that
any Study 'of interpersonal behavior'
must take non-yerbal and "vocal" fac-
tors into account, in additiOn to
using the' traditional "paper-and-pen-
cil" research instruments. ... _

Even thoUgh a' number of educators have
been aware of the importance of non-"-, c4
verbal and "vocal" factors in hen , .:
study of sooial-emotional behavior,
there appea4 tol'ave been sOiite.hesf:4'4,

tation in the deign oft studies
specificallymenipulatihg 'such Vari-,
ables in the, classroom. The -field of

-
communicaticins thory-has changed so
radically in theiiast:deCade that
basiclaboratOrY research has -not yet
caught up WIth the, theoretical devel-
opments iiiproviding.podels:and,Vaiv

?dating designs upon which, empirical,

educatidnal festarchcoUla be con- /

,strUcted. However, ;some interesting/

stUdies:haNte'been made using, a%variety
of self constructed-observational
systems- ,

_4; ,.
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EffectS of Students' Verband Non-
erbil Behaviors on Teachers

Klein (1971) investigated the influ-
ence of student' behavior on teachers'
behavior by experimental variation of
verbal and non - verbal student behav-
iors. Although most studies in the
area of classroom interaction stress
the in ortance of the teacher's posi-
tive or egative behaviors in influenc-
ing subse_uent student growth, Klein
found that investigators have
also discussed the factor of "pupil
effectiveness" in'developing a teach-
er's contribution to the classroom
process. Turne (1967) pointed out
that the behavi4 of the students -may--
be an imflortgAt_ locus-dt control for
a teacher's behavior. Jackson (1968)
tlescribed'such student strategies as
"cheating," "apple polishing" and
"playing it cool," and Jackson,
Silberman and Wolfson (1969) showed
that teachers became more personally
involved With students who were sali-
ent in the teacher's mind rather than
nonsalient. Gage (1963) investigated
the results of pre- and post-question-
naires of teacher self-perceptions
when teachers read student descrip-
tions o' their ideal teacher. He con-
cluded that teachers attempted to be-
come more like the student,ideal.,
Tuckman and Oliver (1968) found that
teachers changed their behavior posi-
tively following suggestions received
from their students. Jenkins and Deno
(1969) studied the influence of stu-
dent s'.assroom behaviors 6'n teacher

self-evaluations and found that teach-
ers who received positive feedback
frOm their students fo4nd the teaching
experience more enjoys andd alsc
thought it was more pr fitable to the
students.

Klein (1971) found a model in the area

of counseling research where various
investigators have studies the in-
fluence of student behavior on the be-
haviors of the counselors (Bandura,
Lipsher and Miller, 1960; Gamsky and
Farwell, 1966; Heller, Myers and Kline,
1963; Russell and Snyder, 1963). She
hypothesized that student behavior
would influence teacher behaviOr in a
predictable direction-- positives(in-
direct) teacher behaviors would be
elicited by positive student behaviors
and negative (direct) teacher behav-
iors by negative student behaviors.

The subjects in Klein's (1971) SI.udy---
--------were 24 herg-in college edu-

.

ca ion classes and the sdent experi-
menters were undergraduate and gradu-
ate students in 24 education classes
in six universities. Each of the
groups experimented for one hour,
during which they had two 15-minute

1 periods of "normal" classroom behav-
ii iors and one 15-minute period each of
positive and negative behavior. Posi-

.1 tive behaviors included looking at the
'teacher, smiling, answering questions
quickly and Correctly; negative behav-
0.ors included frowning, looking out
the window and talking with classmates.
l(Student experimenters were given
lists of suggested behaviors for each
;experimental period.) During each
experiment, verbal behaviors of both
students and teachers were recorded by
a concealed tape recorder, while
trained observers recorded teachers'
nd students' non-verbal behaviors. A
eutral coder analyzed the tapes using
landers' Interaction Analysis (Amidon
nd Flanders,' 1967). A Visualt'Oserva-
ional Schedule of teacher behavior
Klein, -1971) was used to categorize
eacher non-verbal ,behavior, and a

c-.
upiarritel'cise Reinforcement instru-

ment (Klein, 1971) to categorize stq-
ent verbal'end non- verbal behaviors.
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To determine whether,teachers,changed
their verbal and non-verbal behaviors
when students changed their experi-
mental behaviors, each of the verbal
and non-verbal behaviors was analyzed
separately, using only the portion of
teacher behavior which immediately
followed student verbal behaviors for
the verbal variable and:_the_gefercpntage_

of positive non-verbal teacher behav-
ior tallies over total teacher behav-
ior tallies, on the Visual Observation
Schedule foi the non-verbal variable.
Since, res.ilt,s'ihdicatetrthat teachers

changed their behavior in response to
students' behavior, comparisons of
the means of the teachers' behaviors

-during the positive, negative and
control periods were made.

Interactions' between positive and
negative teacher and student behav rs.
It was found that teacheks behaved
more positively during periods of
positive and normal student behavior
than during periods of negative stu-
dent behavior. (An independent analy-
sis of data colleted from observa-
tions of student behavior showed that
the students in these classes were
largely positive in their behavior
during the normal, control periods.)
Further analysis of the interaction
analysis data indicated that teacher
gave more directions and criticism'
duffing the periods of negative student
behavior than during control pepPds
and-more positive clarification:during

------periods of positive student befkavior
than during negative periods, However,
Klein (1971) pointed out that student
behaviors induced both of the-two
negative teacher behavior Categories
used in the study but only one of the
three positiVe teacher behivior cate-
gorierTtnidori and. Flanders, 1967,
analysis categories 6 axId 7 and 1, 2
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and 3). Hence, most of the positive
teacher behavior on the verbal vari-
able was in the relatively "academic,"
taskCalented and impersonal category,
of "clarifying student ideas," rather
than in the categories,of "accepting
student feelings" or "praising stu-
dents."

The "vicious circle" of teacher-
student interaction. The results of
Klein's (1971) study indicate that stu-
dent teachers need to be alerted to
the influences which student behavior
may exert of their own teaching behav-
iors, particularly in a negative direc-
tion. If it is accepted'that teachers
may influence the direction of stu-
dent behavior, in turn, then, it is
particularly relevant to caution the
beginning teacher against interaction
patterns which may turn into a "vi-
cious circle" of negativism. Klein
teSi, for'qxample, Elkind's (1968)

°IDS ation tat "-...inner-city chil-
dren ma 'nfluenc their teachers to
become the ual s reotype of the
inner-city tea often a direct,
,Critical, rigid p on..." (Klein,
1971tpage 419). Klei findings on
positive teacher behavior are not par-
ticularly encouraging, however, inso-
far as the positively stimulated
teachers did not appear to break out
of the rather impersonal, intellectual-
academic mold.' Further:. study on ways
to encourage teachers to show warm,
positive feelings totdi.ds students
seems to be indicated, particularly
since other research reviewed in this
paper indicates that successful stu-
-dent teachers seem to adopt a stereo-
typed teacher personality; which is
fairly' rigid demanding and authori7
tarian (Uchi Lindgren, 1971).

9f
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Difficulties in training teachers in
verbal and non-verbal responsiveness.
When attempts are made to train teach-
ers in greater verbal and non-verbal
responsiveness, the results often
don't manifest themselves in the
classroom. McKnight (1970) ran a'
study at Stanford exploring teacher
trainee behavioral responsiveness in
their verbal interactions with stu-
dents. Responsiveness was defined as
a listening ability as well as an
ability to make appropriate cognitive
and affective responses. Two basic
training procedures were used. The
first centered around listening and
summation of-'student feedback for
later uses, The second procedure
stressed appiogrYate teacher response
to student feedback directed towards
clarification and extension of the
students' understanding.

Pre- and post-tests measuring abili-
ties related to the training procer
dures w e given to the teacher train-
ees in rder that any change in these
abilities could be'asier.----Megaight_
was interested in the poSsibility that
teachers trained in both listening and
response appropriateness would respond
superiorly to those trainees receiving
only one type of training. It was
found that those trained in listening
improved in their ability to recall
the most important points from tape-
recorded excerpts. However, there was
no difference between the groups which
received response appropriateness
training and groups which receive:a no
response appropriateness training.
Further, regardless of the type of
training the trainees-received, their
actual classroom behavior was not sig-
nificantly altered.

Effects of Teachers' Voice Tone on

Student Achievement

Using Pittinger et al.'s (1960) prin-
ciple of immanent reference, several
studies have investigated the, rela7
tionship between teachers' voice tone
and student achievement. Pittinger
et al. essentially state the principle
of paralinguistics that, regardless of
speech content, the speaker cannot
avoid communication of feelings about
self, other and the situation in his
tone of voice. (This is quite differ-
ent from the generally accepted notion
that a spealser may either intentional-
ly commun1-6-ate feeling in voice tone
or, if he doeg'not soy intend, omit

paralinguistic communication, in which
case the tone will quite "automatical-
ly" be neutral. Probably, most.teach-
ers are unaware of the fact that they
are continuously communicating feel-
ings about themselves, the students
and the educational setting, regard
lesf w ether they intend to'do so
or not.)

Differential effects on middle- and
lower-class children. Brpoks et al.,/
(1969) found that praise given in a
positive tone of voice imprdVed the
learning rate of lower-class children
much more than did praise deliveresliii_
a neutral tit:ale ; middle_ class-Children
learned equallyweliUnder both condi-
tions. The experiment involved a
".earning game" and praise consisted
f either objective evaluation ("right)

or "correct") or a more positiVe state-
ment ("good" or "fin"). In a second
study, Brooks et al. (1969) found that
lower-class children learned more
rapidly when positive words were spo-
ken in a positive tone of voice than ,

when negative,words were spoken in a ,

negatiVetone of voice, However,
middle-class children showed no

/
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significant difference in learning
rates between these two conditions and
a third condition in which neutral
tones were used with both positive
and negative words.

Kashinsky and Wiener (1969) used posi-
tive, negative and neutral tones of
voice in giving simulated classroom-
work instruction to both middle- and
lower-class children. The middle-
class children performed equally well
under all conditions, but the lower-
class children performed best when in-
structions were given in a positive

ne. Hence, it appears that lower-
class children react differently to
different tones of voice and that a
positive tone increases learning rate
and performance of lower-class chil-
dren, althO-mg:Qddle-class children
are not sensitive to any of these vari-
ables.

However, Henderer (1971) ,using 150
fourth-grade lower-class pupils and 16
noddle -class teachers ,in two urban

schools found that "...students of
teachers whose vo$ e. tones were rated
cooler, angrier and more anxious
showed greater academic achievement
than students taught by teachers whose
voice tones were rated warmer, less
angry and less anxious."* (Henderer,
1971, page 5.) Student achievement -
was measured by pre- and post- assess-
ment on five subtestS of the Stanford
Achievement Testi over a six-month
period and teach s' voices were rated
fron both content iltered and normal
tape recordings of
room presentations.presentations.

Int ra ion effects of school envixon-
menk, nd teacher personality. In dis-
cus4ing the way in Ahich findings from
this study in an actual school setting

contradicted earlier findings with
simulated settings, Henderer pointed
out that none of the teachers ,were
rated at the'extremes of ';warmth,"
"coldness," "angry," "not.angry," (A-
"anxious," "not anxious " -ail evi
denced all of these characteria.tics to
some degree. Further, Henderer sus-
gested that the school environment is
generally negative and that students
who receive no completely warm posi-
tive stimulus will utilize avoidance,
rather than approach behaviors--i.e.,
they will learn in order to avoid nega-
tive reinforcement from a cold, angry,
anxious` teacher but not in order to
receive a mildly positive reinforce-
ment from a teacher who is only slight-
ly warmer.

_Interestingly enough, a second measure
in the Henderer (1971) study showed
that teachers with warmerrjess angry
and less anxious voice tones actually
were higher on the interpersonal di-
mensions of empathy, positive regard,
genuineness and concreteness as rated
from their written responses to ape-
recorded student stimuli. Hence,

Henderer concluded that t teachers
Sj.,E1 provide a more facilit Live class-

rodm environment, despite the evidence
C-that their students achieved less.

Effects of Teajher -Pupil Distance and
Seating Patterns

?here has been some concern in the
educational literaturewith such non-
verbal aspects of commupication as the`
distance between the teacher and indi-
vidual students. -.8*.arpe,(1970) mea-
sured the distances between 31 fifth:
grade teachers and 946 fifth-grade
students. The teaching distancep were
measured from the teaching.station to
each student in all-31 classes and

1
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correlated with' measures of school
achieveMent, student social acceptance
and teacher attitudes.

It was found that therp wap a slight .

but statistically significant relation-*
ship between students who sat close to
the teacher and higher athievement .

levels. It was also found that stu-
deritP-who sat farther away from the

. teacher were less socially accepted by
their claSsmates. However, teacher
attitudes were not significantly re-
lated to distance. Sharpe recommended
th t students who are achieving at low
le:> and/or are low in peer social
ac eptance could probably be helped
merely by moving them closer to the
teacher.

Goodall (1971) has repoted the recent-
researich-of Feitler of tire Southern

----11eTiegional Educational Center in
Hors'eheads, New York, which has shown
that, in addition t6 the non-verbal
cues communicated through linear physi-
cal distance between teachers and stu-
dents, specific pattegps of seating
are associated with varying degrees of
comfort and discomfort for both stu-
dents and teachers. Subjects were 276
graduates and undergraduates at Syra-
cuse University School of Education.t
They were asked to rate seven diagrams
of classroom seating in terms of most
and least comfortable arrangements for
themselves, both as students and'as
teachers. Most picked a setting in
which the students were seated in a
"horseshoe" facing the teacher as the
most comfortable for b6th students
and teachers; seclod and third choices
were a traditional,seating arrangement
with the students in rows facing the
teacher and a completely Unstructured
arrangement with students corking to-
gether in pairs and the teacher moving
freely among them. However, many

subjects felt that the latter setting
would be uncomfortable for students.

As least comfortable, most of the
subjects picked (1) a setting in which
students were arranged in four small-4
circles with the teacher in the "empty
space" betweenthebircles and (2) a
setting in which the teacher was seat--
ed in one of the rows of the tradition-
al classroom. Feitler et al. theo-
rized thdt the choices related to the
individuals' need to control and be
controlled by others, hence settings
in which teacher control over pupils
Or pupil control over other pupils was
maxiMized'would be most popular. In

general, the results indicate that-the
graduate education majors favored set-
tings which maximized teacher control,
rather than student control, if they
were forced to make a choit6: For
example, they rejected the setting
which arranged the students in small
groups and the teacher as a "resource
person" in the center, even though
the experimenters believed this set-
ting to be one which was both desir-
able and frequently used.

,ACate ry System for Nori-Verbal
Teacher -ehaviors

Grant (1970) pointed out that studies
of non-verbal tea er ehavior have
been limited d macroscopic. Grant
designed a s dy using video tapes to
develop a c tegory.system in whichlnon-
verbal behavior (physical motions)'
could be analyzed in relation to v r-
val "moves." Two random samples o
non-verbal teacher behavior were then
analyzed on the resulting category sys-
tem in order to generate hypotheses
related to non-verbal teacher behavior.

Five twenty-minute lessons in language



arts taught by five different teachers
pf the first five grades at Paterson
/State College Campus School were ob-
served and recorded on videotape equip-
ment. Random two-minute samples were
taken from narrative typescripts of
verbal and non-verbal behavior during
these lessons. TheSe samples were
coded according to 4he foZowinaBelem
lack categories: (1) Structuring,
(2) Soliciting, (3) Responding and
(4) Reacting. Physical motions were
classified into a set of categories
and subcategories based on a concep-
tualization of teacher roles: (1) Con-
ducting (controlling participation,
obtaining attending behavior),-(2) Act-
ing (emphasizing, illustrating, role
playing and pantomiMing), (3) Wielding
(directly, indirectly instrumental),
and (4) Self-adjusting., All but the
fourth of the physical motion cate-
gories were classified as instruction-
al-roles. (Self-adjusting was con-
sidered persocial.) Finally, physical
motions were coded with respect to
whether they replaced a "verbal move"
or aided a verbar-Move, and five pat-
terns of verbal and non-verbal =Nies
were identified and used to analyze
the teaching segments.

It was found that teachers used as
many Instructional Motions as Personal
Motions. Wihin the context of In-
structional Motions, Conducting was
the most frequent, Wielding the second
most frequent and Acting the least
frequent motion.- Teachers in the sam=
ple did not utilize such Acting sub-
categories as pantomiming, emphasizing
and.role playing. Verbal moves were
used more frequently during major
pedagogical function., The teachers
demonstrated greater individual dfffer-
ences in non-verbal expression on
Soliciting moves than in their verbal
expressions. It was also fonnd.that
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Soliciting and Reacting brought out
a greater variety of'move types than
did Structuring and/Responding.

THE RELEVANCE OF THE
INTERPERSONAL INTERACTION LITERATURE

TO THIE_CLASSROom TEliCHER:

The Levels/of ApplicAbility

What does the research reviewed here
say about how qualitative and quanti-
tative social interaction variables
influence personal, interpersonal and
intellectual growth in the classroom?
In order to answer apis question in
any way that will be meaningful and
useful for the Classroom teacher, we
must distinguish between several
levels of applicability. If we think
of applicability as a continuum in-

-

volving several qualitative dimensions,
then the old and rather time - wasting
quarrel between "pure" and "applied"
can be restated in terms of the comple-
mentary contributions of various types
of research. From the point of view
of the classroom teacher and the
teacher-training supervisor,,the phy-
chological literature we hav .dis-
cussed` ran es from conceptual models
which have great power for organizinIg---r
a wide va iety of interpersonal inter-
action ph nomena but which still await,
for the m st,part, experimental veri-
ficatiOn, to "hard" experimental data
obtained in actual classrooM settings
but, necessarily, limited in applica-
tion to settings which reproduce all
or most of the controlled variables
used in the original study. Teachers
and teacher trainers may benefit equal-
ly from a knowledge of the literature
at either end of this continuum--but
only if they are fully aware of the
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nature and limitations as well as the
advantages of each.type. A siYnple

model will illustrate some of the
points on the hypothetical continuum
and the types of applicability avail-s

able.

Beginning from the theoretical "end"
of our hypothetical continuum (figure
144 then, what specific applications---
can the teacher make of the psycholo-

literature? Clearly, the con-
alizations in Leary's (1957)

r s t what types of teache

and student--pttlAQnalities can be ex-
pected to invoke ty.- of

Figure 14.

responses. Leary's concept of in-
tensity as the determining factor in
adaptive and maladaptive interaction
types suggests to the teacher that,
even though a student may often re-
spond with an aggressive style, at less
intense levels this style can be con-
structively channeled away rom
structive expression. Similarly, a
cooperative style that is ordinarily
conduCive to the successful function-
ing of such classroom activities as
group problem solving can degenerate
into an overconventional, unthinking

t. In other words, the teach-
ust as concerned with

agr

er should

ntinuum describ social peyc
from the general and

ssroom.

theory and empirical research r

tical to sPec-i=ansti-cabi-14.4t- to-the

Point 1

Theoretical models
concerne4 with comprie

hensive wage of socia
interaction
(Leary, Foa, Sc z,

Bales, Lorr McNair)

logical
t ore-

'1,oint 2

G models and
observation systems of
classroom interaction

(Flanders, Fuller, Ami-
don; etc.)

int 4 ,Point 5

Statistical anal -s and Empirical research
validation of dimens s using school children
of larger systems for o study individual
plication ameters of classroom
(Emmer & Gotts, etc.) ineraction in experi-

mental setlings,
(Lot & MatthewS,---

KaShinsky & Wiener,
etc.) -

1''

Point 3

Empirical development
of miniature theories
exploring parameters
of gl6bal theories
(game theory, Byrne,
etc.)

Point 6

Empirical research
on individual para-
meters of classroom
interaction in actual
classroom settings
(Schmuck, Reimanis,
Bonney, etc.)



helping the child who is too coopera-
tive as she is with the child who has
declared open war against peers Ad
authorities.

Deary's circumplex also points to the
importance of teacher's self )knowledge

regarding their response t9/Others in
a variety of situations. 'The model
details the types of complementary

/

responses which different social-
personality styles may evoke from
others. For.example, the Acheson
(1969) study indicated that teachers,
in the role of responsible, helpful
authorities, can channel the t.;5tpes -9nd

frequency of students' dependent behav-
iors. In fact, one of the main values
of a conceptual system of dimbnsions
for the teacher is that it allows him
or her-to locate a specific piece of
behavior with respect to all the re-,
lated parameters in classroom inter-
action.

Jackson (1968) has stated that class-
room research has suffered from being
performed on small, atypical groups
using an engineering approach and a
laboratory setting (rather than the
actual ,classroom) and that it ls
failed to take into account the appro-
priateness of student hctions within
their context. In the present review,
every attempt has been made to select
education studies representative of
typical classrobms. .A number of theo-
retical conceptualizations an empiri-
cal findings reported should at least
provide a series of pausible hypothe-
ses upon which the classroom teacher
can operate in related interpersonal
Situations.

Suggestions for the

1
Classroom Teacher

Recent empirical findings in classrooM

1

Jt
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interpersonal interaction suggest. that:

1. Teachers can increase their stu-
dents' achievement by doing more in-
direct than direct teaching, and that
more accepting, and less critical teach-er'behavior,contributes to s udent
participation in the classro m

la. Apparently, at present ost
teachers play a dominant rn,the
classroom at least two-thirds of the
time and they structure classroom
activity such that at least three-
fourths of the time is spent in.
work-oriented behavior. Teachers
need to make much more effort to
involve students actively in the
classroom, to respond to students'
personal contributions, and to be
less active, less concerned with

'control and more solicitive and re-
sponsive in their interactions with
students.

lb. Since teacher training in inter-,
action analysis seems to produce
more indirect teaching behavioigis

ti

teachers should seek out and welcome
opportunities for such training, and
they should take steps to analyze
their present patterns pf classroom .

behavior in order to find areas for-
improvement.

lc. Even accepting teachers need to
be on the alert for students' symp-
toms of pathological coping, styles
in the school situation. Defensive
student styles based on fear of
failure and of rejection by adults
can manifest themselves in poo7r cop-
ing with academic materials, such as
absorption in routine details of
spelling, etc., to the exclusion of
enuine intellectual activity (ob-
essive-compulsive), avoidance of

necessary technicalities and "fa-
gettifig" of important details
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(hysterical patterns), and infantile
or paranoid response patterns.

2. Teachers can raise student's self-.
evaluation and make the classroom more
conducive to mental health by taking
steps to diffuse interpersonal attrac-
tion throughout the class and to avoid
centraiihation of liking and disliking.

2a. Positive feeling within class-
room groups can be increased by giv-'
ing positive rewards--either direct
or vicarious--to group members.
Such rewards can consist of feelings
of achievement, or success in a, task,,

as well as tangible rewards.

2b. The positive attraction of indi-
vidual students can also be in-
creased by including the student in
a-"winning team." This offers 'a
means of balancing and diffusing
liking and disliking pattern Which
are centered on single students.

3. Teachers can increase students'
actualization of their academic potten-

. tial by helping them to gain and-to
perceive peer acceptance.,

3a. However, reduction of peer - group;
Negative reactions toward individual,
Isolated students is difficult'to
achieve by traditional measures that
single such children out for short-
term, mechanical treatments (such as
special classroom activities that
give an isolated child a "chance to
shine'l__Qxsarent-teather or pupil-
counselor co nces).

3b. The attitudes of high-prestige
peers, the fact that preconceived
performance expectations determine
how a child's performance is per-
ceived by others, and the fact that

an individual's performance will be
appraised with respect to the con-
tributions of others are all vari-
ables that the teacher needs to con-
sider when attempting to bring a
socially isolated child itto the
group.

4. Teacher can increase students' lik-
ing-far'a class and their level of
academic actualization in that class
by taking steps to minimize real or
apparent differences in attitudes
About classroom relevant behaviors
between students and peers and between
students and,teachers.

4a. At least
there are fa
to projeqt o

ith older students,
ly strong tendencies
e'sown attitudes upon

liked iVividuals and upon the peer
group a5\a wholetendencies that
the teacher should use to advantage
when the goal is to maximize group
compatibility and cooperation.

4b. Conversely, when grouping orb'
pairing up students who are not well
known to each other, similarity of
attitudes on relevant objects would
maximize inter-student liking, even
between black and high-prejudiced
whites.

4c. Since-interpersonal attraction-,
has been shown to be positive
linear function of the amount of
reinforcement vs. nonreinforcement
received from that person, it is
possible for teachers to "teach"
stunts to like their teacher and
each other more by arranging a suit-
able reinforcement schedule.

4d. Conversely, teachers should be
aware of the fact that statements of

attitude agreement function as posi-
tive reinforcements to_those engaged

1 0 -i
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in learning tasks; statements of
----- disagreement are negative reinforce-

ments. Agreement and disagreement
with students should be used as re-
inforcements, rather than randomly
as the teacher's responses to "pure-
ly intellectuaryconsiderations.

5. -Teachers should also be aware of
the fact that cooperative, helping be-
havior is anything but the norm in
situations where competitive behavior
is the most certain'means of avoiding
punishment and where the "system"
places the cooperative participant
even slightly at the mercy of more'
.aggressive partners.

5a. Since such techniques as "grad-
ing on the curve" on classroom tests
place the students in a situation
where.they can win a high grade,onlY
at the expense of other.students,
situations where group cooperation
is desired may have to be introduced
with special care, particularly in
the higher grades.

5b. When students are engaged in
activities in which pair or group
cooperation is desired (as a means
of maximizing joint gainp), the
teacher can improve cooperation by
giving a cooperative orientation
(rather than an individualistic or
competitive one) and by presenting
the pair or group arrangement as a
relatively long-term One which will
be repeated for later tasks.

5c. Since physical isolation-(and,
to some degree, lack of communica-
tion) seems to be a factor in in-
creasing competitiveness, the seat-

IlFof intra-classroom groups should_

carefully arranged so that there
are no physical barriers between any
members of,the group., Also,
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teachers who want to elicit the co-

operation of the class should not at
the same time "barricade" themselves
behind a desk.

6. In the relationship between student,
teacher and one or more supervisors,
interpersonal compatibility (defined
as similarity of\interaction prefer-
ence and interperksonal complementarity
as regards preference for originating
and receiving) is .a powerful factor in
determining the student's course grade.

6a. Teachers can grade more "objec-
tively" and fairly if they will
analyze their degree of compatibil-

. ity with the individual students and
with other teachers or supervisors
with whom the students come into con-
tact. Some such conceptualization
of complementarity as the Leary
model of interpersonal interaction
would be a useful starting point for
such analysis.

6b. Teaoheis who dislike aggressive
and work-disruptive students more
than dependent, Workravoiding stu-
dents can help themselves to grade
such students more fairly if they
consider various possibilities of
competition and complementarity.
(Since successful teachers tend to
be more aggressive and show a pre-
.ference7for originating, this may
cause greater conflict with the ag-
gressive student than with the de-
pendent student, even though there
will be student-teacher value con-
flicts with bottypes.)

7. since it is largely the teacher
who defines "adaptive" and "maladaptive"
school behavior, teachers must be ful-
ly aware of how their personal reac-
tions to various school personality
types influence their evaluations of

10;
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students. In actual interaction, stu-
dents, even ariong "Maladaptive" groups,

prefer students who are most like
themselves; the patterns of teacher
preference for various students exert
considerable influence on other stu-
dents' evaluations in sociometric
questionnaires.

7a. Further, there seem to be defi-
nite school personality character-
istics which are associated with
school rewards (grades) and achieve-
ment. (For example, high grades and
high scores on verbal and non-verbal
achievement tests seem to be asso-
ciated with such characteristics as

cooperativeness, overconventionality,
er-generousness and responsible-

nes but students who are auto-
cratic, anagerial, exproitative and
competitive till display more
school motivat n and make higher
scores on non-ver.: achievement
tests than students tend to be
modest, self-effacing, docile and
dependent.) Therefore-, teachers- -
both singly and as a professiOnal
group--need to consider carefully
whether they should attempt tdifos-

r

fos-
ter more school-adaptij behavior in
individual children o whether they
should give priority.to changing the
school environment to allow for
greater variety of response styles .

and/or eliminate some of the envir-
onmental factors which cause school-
specific personality problems.

7b. At present, school-adaptive be-
havior is largely' defined in terms
of the student's acceptance and in
teehalization of a work-achievement
orientation. 'Teachers tend to prefer
the adaptive-academic student to the
adaptive-social student and to dis-
like the work-avoiding student less
than the work-disrupting student.

10v

There is a strong possibility'that

in doing so teachers may be coming
into conflict with an increasing
emphasis on social facility and in-"
creasing de-emphasis of thd work
ethic in the community at lage.
Not only the values of the so-called
"youth culture" but also the "enjoy-
now-pay-later" attitudes repiesented
in advertising and the media may
cause students to queStionthe
teachers's definition of adaptive and
maldidaptive behaviors. Teachers
must be prepared to recognize and
deal with, such conflicts..

7c. As corollary to the above,
such maladaptive student behavior
patterns as "school anxiety" '(char-
acterized by bluntness, skepticism,
aggression, competitiveness and ex-
ploitativeness) are quite different
from maladaptivity in the clinical
sense (where neurotic anxiety, for
example, is characterized by passiv-
ity, self-effacement and. dependency).
Before attempting to change an indi-
vidual child's style of response,
the teacher must carefully consider
whether or not'the maladaptivity is

school-specific and whether the be-
haViors manifested in school could
best be changed by altering the
child'sin-school environment,
rather than by direct, attempts to
alter his in-schobl personality.

8. Since individual differences in
achievement striving can be found in
children from the fourth and fifth
years on, the classroom teacher ihould
expect that attempts to raise achieve-
ment will have variable affeCts on

children withsdiffering levels of in-
ternal reinforcement control, differ-
ently directed types of dependent be-
havior and different orientations



towards social and academic competi-
tidn,

8x. For students with high internal
reinforcement control, the teacher
can raise the rate of achievement
striving by rewarding achievement
behaviors with approval. However,
the same technique will not produce

.
any consistent results on students
with low reinforcement control,
particularly if the latter are rela-
tively independent.

8b. With highly dependent students,
differences in expression of depen-
dence ("clinging" vs. attention-
getting behavior) appear to be less
related to the child's school
achievement than whether the depen-
dency is instrumental or emotional
in nature for the simple reason that
teachers tend to respond positively
to instrumental dependencies and
negatively to emotional dependencies.
While positive teaches responses
seem to channel an instrumental de-
pendency into task-oriented behav-
iors, dependent students who meet
with negative teacher respbnses sim-
ply engage in more dependent behav-
ior. Thus, teachers,need to develop
a positive response style with any
dependent students and particularly
to use positive response as a means
of channeling the emotionally de-
pendent child.

8c. In classroom situations where
the orientation in individualistic
(rather than either Competitive or
cooperative), sex and age variables
may affect the degree bf competi-
tion for achievement such that
younger female students might be
expected to compete less than older
students and males. However, on
long-term tasks males might be
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expected to eventually work up to a
higher level of cooperation while
females may continue to compete..

8d. Further, in an individualisti-
cally oriented situation, students
with a flexible outlook on life will
probably compete less than those with
rigid systems of ethics. Since the
present youth culture seems to empha-
size a flexible ethicality, it is
not surprising that athletic coaches
find their students less willing to
compete aggressively; teachers of
other school subjects may have to
`search for more relevant achievement

motivations than competition for
grades.

9. In considering the important area
of interpersonal communication, teach-
ers need to be aware of their roles
both as originators and as receivers
of communication.

il

9a. Work on student reticence indi-
cates that many students who fail to
take part in classroom discussion
need help in formulating and verbal-
izing their thoughts--the single
most productive thing a teacher
could do for them would be to assist
them in "saying what they mean."

9b. In addition to the classrobm ex-
perience that enables teachers to
recognize students' manipulative be-
haviors (such as "apple liplishing"),
teachers may find it helpful to
solicit feedback and suggestions
(such as written descriptions of
their ideal teacher) from students.

9c. in face-to-face communication,
however, it is uncertain whether ad-
ditional communication beyond a
joint knowledge of the "rules of the..
game" will increase cooperation

10 7
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between students and teachers,'at
least in the implicitly competitive
context of the average classroom.

9d. Since both teacher and student
can directly influence the classroom
behaviors of the other, teachers
need to be alert to their own re-
sponses to students' positive and
negative behaviors. A/cycle of
negative verbal and ndh--,-yerbal inter-

actions is likely to develop if the
teacher allows negatiV4 student re-
sponses to cause negative tehGber
reactions, such as criticism and
direction-giving.

/

1Q. Since the communication of feel-
ings about oneself, others and the
situation is not optional but inevit-
able in any interpersonal interaction,
teachers should examine their own
voice tone, gestures and use'of such
relevant factors as eye contact and
interpersonal space in the classroom.

10a. Teachers of lower-class chil-
dren can improve learning rates by
using a positive tone of voice
(rather than a neutral or negative
tone) when giving praise. However,
the warmth shown must be strong and
genuine since students of "lukewarm"
teachers seem to fearp at a lower
rate that students of teachers who
have cooler, angrier and more anx-
ious voice tones.

10b. With middle -class children dif-
ferences in tone of voice seem to
make little difference in the rela-
tionship between praise and learning
rate. However, this does not in-
validate other findings on the im-
portance of vocalization and in-
tonation in-communication of feeling.
Teachers can disrupt classroom com-
munication by*giving paralinguistic

1 0

signals which are inconsistent with
the "content" of their speech, by
ignoring students' communication and
thus invalidating, the students' iden-
tity, or by being "deaf" to the vo- .

calizations and paralinguistic com-
munication, partiCularly of "less
articulate" students.

10c. Teachers can help students who
are low achievers and/or low in peer
acceptance by seating them closer
to the teacher station. Similarly,
the entire class can be made more
comfortable by arranging the seating
so that the teacher is equally ac-
cessible to all students (for exam-
ple, by seating students in a "horse-
shoe" pattern around the teacher, or
by having an unstructured slating
pattern and moving freely around the
classroom).' Other arrangements
which might be equally facilitative
for the students (such as a series
of small groups with the teacher as

a resource person in the center)
shod -not,be rejected unless the
teacher has specific reason for
wanting to ma imize teacher control
as oppo ;ed to sb dent control.

10d. Since both b dy sture and the
s ce are imr

portant Means of commu cation,
teachers should seek out and welcome
opportunities to observe their own
teaming on film or videotype. Many
teachers need to be more aware of
the fact thattthey use primarily

conducting and directing motions in
the classroom and ignore such possi-
bilities as pantomiming, acting for
emphasis and role-playing.

/use of interperso al

10e Various non-verbal student be-
haviors can serve as "clues" to the
alert teacher. For example, persons
who agree with each other tend to

4



"mirror" each other's body posture;
the amount of body movement during
discussion of personal matters can
be a clue to the stressfulness of
the situation,fohrthe student. vA
mixed-sex groUp can be expected to
make less eye contact with the
teacher as a whole during negative
situations, but male students will
decrease eye contact in positive
situations where females increase
eye contact. Finally, when the
teacher is attempting to speak with
a shy or inarticulate student, a
fairly complex but consistent pat-
tefn of eye contact related to ver-
bal cOmmunicatigp (looking_away when
beginning a response or durihg hesi-
tation pauses, looking at the part-
ner during,,one's own speech to check
attentiveness, at juncture pauses,
at the end of a speech when the,part-
ner is to reply, and during the part-
ner's speech to signal involvement,

--'etc.) can guide the teacher's under-
standing of the student's intentions
and expectations.

Suggestions for
and Training of

Since t precedi g list of sugges-
tions or assroo teachers touches
uponia var ty of findings and theo-
rie that can be included in the con-'
tent of teacher-training programs, the
following section will add only tftbse
suggestions which relate to the organi-
zation and structure of such a program.
In considering both lists, teacher
trainers will of course be aware of
the fact that student teachers model
their teacher ideals and much of their
teaching behavior upon those of th
trainer such that aigreat deal o the

training which gdes on'aies in

Selection
1 ssroom.Teacers
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area of conscious or unconscious, imi-
/

i

tatign. Teacher trainers can be ex-
tremely affective by modeling he be- ,

haviors they wish adapted, in /additi9r
to direct (lecture or discussion)
methods,

1. At present the teaching profession
seems. -Co be selecting and molding new
members in one fairlycofisistent, so-
cially active and emotionally negative
type which might 15e described initerms
of Learyls managerial-autocratic) per-

!sonality.

la. Successful teachers tend to be
socially active, and, despit1some

/ increased emphasis on indirect teach-
ing, they /typically spend at least
two-thifas of the class time playing
a dominant role. Teacher trainers
and supervising teachers tend to
give higher grades to practice teach-

, ers with whom they are compatible;
practice teachers change their ideal
teacheroconcepts and their personali-
ties somewhat to fit the model --of

the teacher trainers; and convention-
ality and routinization increase
witlithe length of time spent in
education programs. Hence; this
trend tdward uniformly dominating
teachers and teacher-cominated clasS-
room can be reversed only by delib-
erate, determined efforts to select,
teachers who a socially accepting;
receptive t stude 'j.deas and
more indivAftalistic than conven-
tional.

lb. Not only do successful teachers
tend to be emotionally negative, but
student teachers are less helpful
than beginning education students.
At leaone study (peck, 1960)
dicated that significant numbers of
female elementary education majors
are,'eithex discontentedor acutely

e .
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unhappy, hostile individuals. Again,
the training institutions should
make some effort to select--if not
uniformly emotionally positive types
--at least a balanced group of teach-
er trainees. Trainees with serious-
ly negative modes of interaction

should be channeled into both thera-
peutic and occupational counseling
before their commitment to the
teaching profession is made final.

lc. In an unpublished paper edti-
tles "What is Personalized Teacher
Education?" Fuller (1971) points out

If the literature suggests that

interpersonal attraction is fos-
tered between teachers and pupils
by certain otherwise irrelevant

physical.characteristiceither a
selection process (to select teachi-
ers with the desirable character-
istics) or a cosmetologist (to
produce the desirable characteris-
tics) might be included amont the
'experts.' We may seem to jest...

(page 45)

Surprisingly, there is a pOssiblity
that one should take this jest seri-
ously. After finding nice linear
relationships between attitude simi-
larityland interpersonal attraction
for a Jtade, Byrne et al. (1970)
have found physical attractiveness
to be a crucial variable as well.

Although there may well be ethical
and human reasons for not including
physical appearance amohg the teach-
er selection criteria, it might be
justifiable to weigh an inspiring
teacher's attention to maximizing
his or her personal attractiveness.

2. Prospective teachers might benefit
considerably from instruction in self-
observation and self-analysis at a

variety of levels.

2a. Apparentlyr by the time the
trainees have advanced from begin-
ning education courses to student
teaching their needs for understand-
ing their own and others' behavior
have also increased. This suggests
that the optimal time for introduc-
ing major emphasis upon self-analysis
would be during of.imnediately,fol-
lowing the practice-teaching experi-
ence.

2b. A training program focusing on
students' interpretation of personal
test information about themselV6s
can make significant improvements in
students' self-actualization--at
least if the program is broadly
based, offers trainees an opportun-
ity to react to a wide variety_of

tests, includes adequate background
reading in personality theories and
related areas, and concentrates on
analyzing test data according to
relevant guidelines (McClain, 1970).

2c. Prospective teachers who are
poor communicators of affect (parti-
cularly those who say they feel one
thing but appear to feel another).,
could be helped by instruction in

non-verbal communication'and by op-
...

portunities to observe themselves on
videotape. Birdwhistell's non-ver-
bal notational system is sufficiently
detailed to allow fine discrimina-
tions.in the analysis of moments of
crisis in classroom interaction.
Similarly, an analysis of voice tone
could help teacher trainees to iden-
tify the kinds of affect they are
communicating and to avoid giving
"mixed signals" in the classroom.

3. Prospective teacher concerns are
characteristically directed toward
theAelves and away from students.



Schutz' (198) first factor of inclu-
sion is releVant here. The prospec-
tive teacher wants to know what is ex-
pected of him or her in the new school
Setting in order to be avepted. It
is only later that the teacher can
develop a more social orientation and
direct his or her concerns towards the
students.

3a This "delay".in the teacher
trainee's development of social ori-
entation may explain why attempts to
train prospective teachers in great-
er verbal and non-verbal responsive-
ness have not been more successful.
At least one study (McKnight, 1970)
found that response appropriateness
training did not alter the classroom
behavior-of trainees. Apparently,

e ful-training
techniques can be devised, .a regular
program in response training would
*O.;trepresent optimal use of teacher-
training time. Such instruction.,
migh't be offered to those traine
who feel or demonstrate a particular
need for help in this area.

3b. However, significant changes in
thtpresent pattern of authoritarian
teacher behaviors and student teach-
er ideal might be produced by a very
economical approach in the training
program. Eisenman (1970) found that
by merely hearing and learning about
the authoritariari personality in a
traditional lecture situation, under-
graduates made significantly less
severe moral judgements than did un-
dergraduates not lectured about the
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similarity of attitudes between the
0 practice teacher and the majority of

students at a given school should be
of more importance than geographical
and other factors. Teacher trainees
who must be assigned to a school
where students are known to have
very different attitudes about school-
.relevant social behaviors should be
given additional training in stress-
ing perceived areas of attitude si-
similarity with groups and ;40./th par-

ticular students, since a nufiber of
studies (Smith, Meadow and Sisk,
1968; Baron and Kepner, 1970) have
shown that varying attitude similar-
ity can serve as an economical meth-
od for manipulating interpersonal
attraction.

4. The se-le-et-ion process involves not

only the prospective teacher and the
training institution, but also the
school and supervising teacher who co-
operate in the practice teaching ex-
perience. Teacher training grades are
influenced by such factors as the
degree of compatibility between the
practice teaching supervisor and the
university supervisor. An attempt
should be made to use one of the Foa
models to make some schematic repre-
sentation of interpersonal interaction
between the cooperating teacher, uni-
versity supervisor and prospective
teacher and between the cooperating
teacher, prospective teacher and pupils.
Foa's model of the interpersonal inter-

of a family may be appropriate.

authbritiarian personality.

3c. The fact that student tea ers
rdevelop inclusion needS before they
develop social concerns suggests
that in assigning teachers to
-school.s for practice teaching,

#-,,
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